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Abstract
Writing is not only a means of demonstrating what one knows, it is a vessel to knowing.
Thus, secondary writing curricula should support students’ learning and knowing.
Evidence from meta-analyses suggests that an emphasis on self-regulated instruction to
teaching writing (Graham, 2018a; Graham, 2020; Graham & Perin, 2007), metacognitive
strategies (Hacker, 2018; Madison et al., 2019), and an emphasis on formative assessment
and feedback throughout the writing process (Black & Wiliam, 1998; Fleischer, 2013;
Madison et al., 2019) are among the practices with the highest effect sizes on students’
thinking and writing. When purposefully integrating these approaches and practices,
secondary-level writing teachers empower and support adolescents’ learning, including
their thinking and sense making. Moreover, these approaches and strategies may also
help students demonstrate a knowledge of the processes they implement as writers as
well as increase their motivation for writing and thinking that are not solely linked to
extrinsic factors like grades. To support such approaches, this project presents curricular
resources that will enable secondary teachers to support adolescents’ thinking behind
their own and others’ writing, including connections to genres such as narratives,
explanatory/informative, and arguments. These curricular resources are intended to be
used by secondary English Language Arts teachers so that they can readily integrate selfregulated instruction, metacognitive strategies, and formative assessment into their
writing-based pedagogy and practice.
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Problem Statement
According to the National Commission on Writing (2004), writing plays a critical
role in gaining and keeping employment in life. However, many high school students are
graduating without adequate writing skills, and universities and businesses spend close to
$20 billion dollars annually to address the problem of incoming students’ not-yet
proficient writing skills (Graham, Early, & Wilcox, 2014). Even more importantly,
though, writing is synonymous with thinking; and, as we know, thinking helps transform
the world, enrich national political life, and sustain culture (“The Neglected ‘R,’ 2003).
Put simply, writing is not only a means of demonstrating what one knows, it is a vessel to
knowing.
Ideally, secondary students, starting at the middle school level, should be able to
demonstrate their ability to think deeply, critically, and analytically in their writing, and
writing curricula should be conducive to reaching these goals. However, many students
struggle to understand the variety of genres and the complexity of writing—including
selecting topics suitable for different contexts, and crafting texts that convey ideas clearly
(Brimi, 2012). There are many reasons for this, one being the rise in standardized testing,
which has, in some instances, inhibited students’ writing as teachers focus and mold their
instruction to state and national assessments (Brimi, 2012). In earlier research, Hillocks
(2005) found that when leaving feedback on student work, teachers comment
predominantly on grammar and mechanics in student writing, commenting least on
content and/or ideas. However, it is the ideas and the evidence of students’ thinking that
should be central to their writing (Galbraith & Baaijen, 2018). All of this has had
detrimental effects on student thinking and writing. To improve secondary students’
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ability to think critically, specifically through their writing, middle school teachers, and
others too, should implement self-regulated instruction into writing curricula.
Specifically, to encourage and support students’ writing development, middle school
ELA teachers must provide students with regular opportunities to understand and engage
in the cyclical nature of the writing process as well as the cognitive and metacognitive
processes of writing, utilizing formative feedback throughout. This project outlines
curricular resources for each of the three strands of writing as outlined by the Common
Core State Standards (CCSS), which include narratives, explanatory/informative, and
arguments (National Governors Association Center for Best Practices, Council of Chief
State School Officers, 2010). Specifically, the curricular resources for each strand will
help teachers integrate self-regulated instruction, metacognitive strategies, and formative
assessment into their writing instructional practices.
Importance and Rationale of Project
According to the most recent data by the National Center for Educational
Statistics (2008), 57% of the nation’s eighth graders performed at a “basic” level in
writing, while just 29% performed at a “proficient” level. By more recent measures, the
2019-2020 PSAT 8/9 test data revealed that 54% of the United States’ eighth graders and
57% of the nation’s ninth graders met the benchmarks for career and college readiness on
the Evidence-Based Reading and Writing portion of the test (CollegeBoard, 2020). By
these numbers, roughly half of the country is not on track for career and college readiness
in writing. The trend continues into later years of high school, though the evidence is
slightly more promising, with 61% of tenth graders and 67% of eleventh graders meeting
benchmarks in the evidence-based writing portion of the test (CollegeBoard, 2020).
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Granted, standardized test scores do not illuminate the full complexity of
adolescent literacy (National Council of Teachers of English, 2007). Test scores give
teachers a snapshot of student learning, but cannot, alone, improve student achievement
(Valencia, 2011), or even illuminate the intricate processes behind thinking (Black &
Wiliam, 1998; Chappuis et al., 2012). In other words, used as a snapshot, standardized
tests can be useful, but they are not diagnostic in nature. Part of the issue that has
emerged in recent years has been schools’ increased tendency to use test scores as
diagnostic instruments, leading to: teaching specifically to “bubble” students, the
narrowing of the curriculum, rigid curricula and calendars, and increased behavioral
issues for those students labeled as “at risk” or “failing” (Brown & Clift, 2010).
Therefore, while test scores cannot reveal everything there is to know about
middle school students’ writing or thinking abilities, the approaches that schools and
teachers have taken to address the issue seem to be an issue. Demonstrating this point is
the fact that the rate of progress on the National Assessment of Educational Progress
(NAEP) at grades 4 and 8 was generally faster in the decade before No Child Left Behind
(NCLB) legislation took effect in the United States than after (Ravitch, 2016; Strauss,
2015). Thus, there seems to be an issue in how educators are addressing writing test
scores and the needs of students in regards to writing.
What is additionally concerning is the fact that employers also ranked writing
deficiencies as a problem with recent high school and college graduates. Although 93%
of employers ranked the abilities to “think critically, communicate clearly, and solve
complex problems” as important, 75% of employers noted that they wanted a stronger
focus on written communication at the college level (Moore, 2016). This sentiment for
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critical writing skills was echoed in a survey conducted by the National Association of
Colleges and Employers which found that written communication skills was the most
sought-after attribute by employers in 2018 (NACE Staff, 2018).
Not only is writing competency a task that employers increasingly seek out in
potential employees, it is also a factor in hiring and promotional decisions (National
Endowment of the Arts, 2007). The disparities for those who cannot demonstrate writing
skills are clear. The largest percentage of people from the “below basic” literacy level
earn just $300-499 in weekly earnings. In contrast, for those with “proficient” literacy
levels, the largest percentage of people earn $800-1,149 in weekly earnings (National
Endowment of the Arts, 2007). Clearly, writing proficiency plays a role in career success
and financial security.
Writing, though, is about more than academic and career success. As Graham
(2018b) stated, “We further use [writing] to persuade others, record information, express
feelings, chronicle experiences, entertain, create imaginary worlds, heal psychological
wounds, and explore the meaning of events and situations” (p. 217). Moreover, literacy
education helps foster critical thought, critical dialogue, and “a circumspect and vigilant
American citizenry” which is particularly important in a culture that is “increasingly
unable to distinguish fact from fiction, truth from lies" (Alsup et al., 2006, pp. 279-81).
Thus, intentional writing curricula can help students understand the demands of
different writing and thinking. Students can also better perceive contexts, including:
academic discourse, workplace discourse, civic discourse, personal discourse, crosscultural discourse, and aesthetic discourse (Brimi, 2012).
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Over the past three decades, though, educational efforts have focused on
improving students’ reading skills (Madison et at., 2019). Meanwhile, writing instruction
and intervention has been largely neglected, and research on how to teach writing is
“sparse” in comparison to research on reading (Puranik et al., 2017, p. 25). Many
advanced secondary textbooks and state rubrics do not address what is involved in the
critical thinking of writing (Hillocks, 2010), and an analysis of 2,400 syllabi from teacher
preparation programs revealed significant gaps in how educators are trained to teach
writing (Goldstein, 2017). Moreover, after the adoption of NCLB, the threat of
accountability measures pressured teachers to adopt commercially produced curricula,
though many experts and practitioners have questioned whether such approaches
adequately address the needs of students (Levitt, 2017). Such responses to writing
instruction actually seemed to have minimal if not negative effects on student learning as
the slowed rate of progress on the NAEP at grades 4 and 8 following the implementation
of NCLB suggest (Ravitch, 2016; Strauss, 2015).
Furthermore, even when teachers are knowledgeable of evidence-based writing
practices, the practices tend to be applied infrequently (Gilbert & Graham, 2010). For
example, according to a random sample of writing teachers in the United States from
grades 4-6, 89% of teachers reported using 16 of 19 evidence-based practices (i.e., direct
instruction of skills, teaching summarizing, teaching strategies for revising, sentence
combining), but 60% of the evidence-based practices were reportedly used infrequently
throughout the school year (Gilbert & Graham, 2010). Teacher expertise, though, is the
most important factor influencing student success (Dean, 2010), and so it is critical that
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teachers not only possess knowledge of evidence-based practices, but that they apply
them consistently, too.
Effective and intentional writing curricula can work to help students become
competent thinkers and writers by addressing the demands of the complexities of thought
that underlies the writing process. Evidence from meta-analyses suggests that an
emphasis on self-regulated instruction to teaching writing (Graham, 2018a; Graham,
2020; Graham & Perin, 2007), metacognitive strategies (Hacker, 2018; Madison et al.,
2019), and an emphasis on formative assessment and feedback throughout the writing
process (Black & Wiliam, 1998; Fleischer, 2013; Madison et al., 2019) are among the
practices with the highest effect sizes on student thinking and writing. When purposefully
integrating these approaches and practices, secondary-level writing teachers and their
students will show evidence of students’ thinking and sense making. Moreover, these
approaches and strategies may also help students demonstrate a knowledge of the
processes they implement as writers, find motivating factors for writing and thinking that
are not solely linked to extrinsic factors like grades, and find a general sense of joy and
purpose in writing for different contexts.
Background of the Project
In 1983, the Reagan administration published the A Nation at Risk (ANAR) report.
This report communicated that America’s schools were failing, and it influenced
education reform for three decades (Ravitch, 2016). Among other things, the report
promoted the need to improve upon student achievement and teacher accountability.
According to educational historian Ravitch (2016), in 2000, President George W. Bush
ran as the education president, and his educational policy directly correlated to the ANAR

8
report from 1983. Ravitch also noted that this report, having created false perceptions of
the American schooling system, led naturally to the bipartisan approval of the NCLB act
in 2001. NCLB demanded 100% proficiency from all students (No Child Left Behind Act
of 2001, 2002). To measure students’ progress toward proficiency, lawmakers
implemented compulsory, high-stakes, standardized tests to be taken in grades 3-8, and
then once again in high school (Balfanz et al., 2007). Later, President Obama reformed
NCLB in 2008, adopting less punitive education policies in Race to the Top (RTTT).
However, accountability practices from previous years, and the rise in standardized
testing that accompanied them, still strongly influence teaching and learning today.
According to a meta-analysis by Au (2007), in 75% of the studies he reviewed,
the curricular content contracted, the structure of knowledge fragmented, and teachercentered pedagogies, opposed to student-centered pedagogies, increased as a response to
high-stakes standardized tests. He stated that fragmentation of knowledge manifested in
the teaching of content in “small, individuated, and isolated test-sized pieces, as well as
in teaching in direct relation to the tests rather than in relation to other subject matter
knowledge” (p. 262). In general, these approaches would seemingly rob teaching and
learning of autonomy and purpose, prioritizing arbitrary test results over individual
factors related to learning and writing.
More recently, Thompson and Allen (2012) studied the effects of the high-stakes
testing movement specifically on African American students, and asserted that the
scripted curriculums, which were heavily imposed after NCLB, also changed learning,
making it inauthentic. Because teachers fragmented knowledge, and taught to the test, the
result was an increase in students’ apathy about school. Several researchers noted the
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importance of student interest and motivation in the production of quality writing (Ainley
et al., 2005; Cer, 2019; Graham, 2018; Madison et al., 2019; Zimmerman & Moylan,
2009).
For example, Zimmerman and Moylan (2009) noted that aspects of selfmotivation, including self-efficacy perceptions, outcome expectations, intrinsic interest,
and learning goal orientation, all play a role in the forethought stage of writing (meaning,
the phase of learning that occurs before writing starts, and that affects concentration and
performance during writing). Effective writing instruction explicitly models mindsets
and messaging that overcome self-limiting beliefs (Madison et al., 2019), thereby
maintaining positive self-efficacy perceptions throughout the writing process, and leading
to higher outcome expectations (Zimmerman & Moylan, 2009). Similarly, Cer (2019)
noted that students need strategies in planning, designing, organizing, revising, and
evaluating writing, and the metacognitive strategies, which support cognitive awareness
and include motivational factors, are of the most effective strategies. Finally, in a metaanalysis of self-regulated training, primary students showed a 0.76 effect size gain in
motivation when taught self-regulated strategies, and a 0.61 increase in overall academic
performance (Dignath et al., 2008), all of which indicates a sizable relationship between
motivation and writing proficiency.
However, as it relates to writing curricula specifically, the increased prevalence of
standardized tests has increased the use of rubrics, curriculum standards, and assessments
in order to align with exams. Still, many advanced secondary textbooks and state rubrics
do not even address what is involved in the critical thinking of writing (Hillocks, 2010).
Instead of stressing the content and thought behind writing, Brimi (2012) cited several
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commentators (i.e., Albertson & Marwitz, 2001; Nielsen, 2002; Scherff & Piazza, 2005)
who argued that state tests cause teachers to guide students to write formulaic essays,
usually of the five-paragraph variety. When teachers instruct students to write these types
of essays, students focus more on the generation of a product and less on the writing
process, or the wrestling with ideas. In other words, high-stakes tests are having a direct
and limiting effect on thinking, writing, and writing instruction (Applebee & Langer,
2011).
In their seminal work about formative assessment, Black and Wiliam (1998)
noted that standardized tests have given and continue to give “teachers poor models for
formative assessment because of their limited function of providing overall summaries of
achievement rather than helpful diagnosis” (p. 142). The authors went on to define major
issues with standardized assessment. First, teachers have sacrificed effective learning for
rote questioning and for quantity of assessments over quality especially in primary
grades. Second, standardized tests have negative impacts on teaching and learning in
general. The researchers noted that grading has been overemphasized while feedback
underemphasized. Competition has also risen as teachers compare students with each
other, and as a result, students have come to believe that they may lack ability if they
struggle to improve. The National Council of Teachers of English (NCTE) put it best
when they stated, “effective writing assessments need to account for the nature of
writing, the ways students develop writing ability, and the role of the teacher in fostering
that development” (NCTE, 2013). However, machine scoring of writing often give
teachers a skewed perception of student writing abilities (NCTE, 2013). It also
incentivizes teachers to narrowly focus instruction to elements of the test that are least
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important to writing, i.e., prioritizing surface features of writing such as grammar,
spelling, and punctuation which machine-scoring can detect while neglecting logic,
clarity, accuracy, ideas, and quality of evidence which computers are unable to recognize
and judge (NCTE, 2013).
Ultimately, over the past three decades, educational efforts have largely focused
on improving students’ reading skills (Madison et al., 2019). Thus, writing instruction
and intervention has been largely neglected, and research on how to teach writing is still
“sparse” in comparison to the research around teaching reading (Madison et al., 2019, p.
25). Still, researchers and teachers today have begun working to identify practices that
help teachers understand the complex nature of writing and writing instruction, and that
will ultimately help students understand the process of writing, and think deeply and
critically in their writing. For example, the NCTE (2011) supports “habits of mind” in
secondary writing instruction, which include curiosity, persistence, flexibility, and
metacognition, among others (Council of Writing Administrators et al., 2011). To support
adolescent writers, Kittle (2008) and Gallagher (2011) both promote the use of mentor
texts, think alouds, and teaching that responds to the assessed needs of students. Lastly,
writing teachers must employ responses to student writing that encourage and deepen
students’ engagement in the complex set of interactions that constitute the writing process
(Wilson, 2010). The question is, then, what does that look like on a daily basis in a
middle school ELA classroom?
Statement of Purpose
The purpose of this project is to create curricular resources for middle school
English Language Arts (ELA) teachers that supports their understanding and
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implementation of self-regulated instruction, metacognitive approaches to writing, and
formative assessment. Specifically, this project will create resources for the three strands
of writing as outlined by the Common Core State Standards (National Governors
Association Center for Best Practices, Council of Chief State School Officers, 2010).
These three strands are: narratives, informative/explanatory, and arguments.
These writing resources are aimed at supporting middle school ELA teachers’
understanding of writing, including deconstructing the complicated cognitive and
metacognitive processes involved in writing. In doing so, writing teachers will better
understand the mostly solitary and unspoken art and craft of writing, and be better
equipped to instruct and guide their middle school students to becoming competent
thinkers and writers. As part of the curricular resources, teachers will 1) work to make
their own thinking and writing visible to students, 2) encourage students to notice and
assess their own thinking, and 3) diagnostically assess their students’ thinking through
regular formative assessment. Through these approaches, middle school students will
become more cognizant that ideas are the driving force of written communication, as
their teachers work to ensure that their middle school students become deeper, more
aware thinkers and articulate communicators.
Research clearly outlines the benefits of writing instruction that utilizes selfregulated instruction, metacognitive approaches, and formative assessment. A metaanalysis by Graham and Perin (2007) outlined eleven elements of writing instruction that
impact adolescent students’ writing proficiency. Explicitly teaching writing strategies, or
the processes of planning, revising, and editing compositions, showed a positive effect on
student writing, with an effect size of 0.82 (Graham & Perin, 2007). This element of
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instruction showed the largest effect size of all elements studied. Particularly, studies that
incorporated an approach known as Self-Regulated Strategy Development (SRSD),
which uses self-regulation procedures such as self-assessment and goal setting, had a
weighted effect size of 1.14, whereas non-SRSD studies had an effect size of 0.62. Selfassessment and goal setting will be used in this project to increase student writing
proficiency.
Next, according to Hacker (2018) who defines writing as “the production of
thought for oneself or others under the direction of one’s goal-directed metacognitive
monitoring and control, and the translation of that thought into an external symbolic
representation” (as cited by Hacker et al., 2009), effective writing instruction should
address and incorporate elements of metacognitive thinking.
Metacognitive models of learning create an awareness of learning as a
prerequisite for planning, monitoring, controlling, evaluating, and self-regulating the
learning process (Cer, 2019). Cer (2019) found that metacognitive strategies helped
students engage in regulation of cognition when writing, while also positively
contributing to their self-efficacy. In fact, self-efficacy levels of students in control
groups accounted for 35.7% of the variance in writing success (Cer, 2019). In the
classroom, self-regulated strategies for metacognitive thinking might include a teacher
explicitly teaching self-questioning and goal setting through think alouds (Torrance et al.,
2015). Other self-regulated metacognitive strategies might include teaching students to
independently use acronyms like POW (Pick an idea; Organize notes; Write and say
more) or TREE (Topic sentence; Reasons; Examples; Ending) (Lienemann & Reid,
2008). With these acronyms, teachers can establish the purpose of the strategy and its
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steps, describing it and modeling its use; subsequently, students memorize the mnemonic
and the strategy steps, while peer and teacher assistance provides help until the strategy
can be applied independently (De La Paz & Graham, 2002). Teaching self-regulation
writing instruction has resulted in substantial improvement in the quality of student
writing (Torrance et al., 2015), and it is for this reason that this project will incorporate
self-regulation and metacognitive strategies within the design of the writing curricular
resources.
Lastly, formative assessment, as defined by Black and Wiliam (1998), is
assessment that uses evidence from student learning to shape, modify, or adapt
instruction to meet student needs. The researchers reported effect size gains between 0.4
and 0.7, and concluded that effective formative assessment helped lower achievers more
than other students, thereby reducing the range of achievement while raising achievement
overall. Furthermore, formative assessment is recursive, starting with teacher modeling
and leading to student mastery (Brookhart, 2010). Successful instruction centered around
formative assessment generally leads to an increased prevalence of metacognitive
thinking in students (Brookhart, 2010). Fleischer (2013) outlined four categories of
formative assessment: observations (e.g., field notes, running records, checklists and
observation guides), conversations, (e.g., surveys, interviews, and conferences), student
evaluations (e.g., exit slips, rubrics and checklists, process reflections, and student-led
conferences), and artifacts of learning (e.g., collecting, reviewing, and looking back on
student work through portfolios). When formative assessment is practiced successfully,
students are invited into the assessment, and are able to reflect on their learning and take
ownership of their progress. Elements of formative assessment will be used in the
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construction of this project’s curricular resources as a way to increase student writing
proficiency.
As noted previously, self-regulated strategy instruction, metacognitive instruction,
and formative assessment are elements of instruction that show significant gains in
measures of student writing. With those elements of instruction as the foundation for
teaching and learning, this project presents curricular resources for writing instruction,
with resources devoted to each of the strands of writing (narrative,
informative/explanatory, and argument). These curricular resources were created using a
backward design approach (Wiggins & McTighe, 2005) and contain objectives, essential
questions, student strategy forms, student reflections, conferencing guides, and think
aloud script suggestions that can be incorporated into pre-existing writing curricula.
Middle school ELA teachers will find the resources ideal to use with their students, but
high school teachers and teacher educators, working with secondary ELA preservice
teachers, could also utilize the resources. Lastly, school curriculum directors and
administrators might also find the resources useful as they address the literacy needs of
their students, and the instructional needs of their teachers.
Objectives of the Project
The objective of this project is to provide writing-focused curricular and
instructional resources for middle school ELA teachers. These resources aim to demystify
the complicated process of teaching writing and provide middle school ELA teachers
with a solid framework of evidence-based practices to address student needs as they
pertain to writing. Moreover, writing goals and objectives within the curricular resources
are structured around the Common Core State Standards Writing standards (National
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Governors Association Center for Best Practices, Council of Chief State School Officers,
2010). Through these curricular resources, teachers will be able to support their students
as they become more aware of the cognitive processes involved in writing, learn to selfregulate their progress throughout the writing process, and understand how to self-assess
as they work to create a finished product. In these ways, middle school ELA teachers’
students will become more competent, critical, and analytical thinkers, and more capable
and proficient writers.
Definition of Key Terms
Backward Design: instruction that considers the learning goals and develops instructional
activities to meet those goals (Wiggins & McTighe, 2005)
Formative assessment: assessment that uses evidence from student learning to shape,
modify, or adapt instruction to meet student needs (Black & Wiliam, 1998); the
collection of any information, before or during instruction, that can be shared with
students and used for student improvement (Brookhart, 2010)
Self-efficacy: a tenant of social cognitive theory foundational to human agency that one’s
actions can produce desired effects (Bandura, 1999)
High-Stakes Standardized Assessment/Testing: assessments used to monitor school
progress at the state or national level, resulting in rewards or corrective action:
replacement of staff, curriculum, funding, or administration (Murphy, In Press)
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Metacognition: an awareness of one’s own knowledge—what one does and does not
know—and one’s ability to understand, control, and manipulate one’s cognitive processes
(Meichenbaum, 1985)
No Child Left Behind (NCLB): educational legislation that required states to conduct
annual academic standards-based assessments and put in place accountability measures
for schools to reach Adequate Yearly Progress (AYP) as they sought total proficiency in
math and language arts
Race to the Top (RTTT): educational legislation/reform that adopted standards and
assessments in an effort to prepare students to be college and career ready, and to
compete in a global economy
Self-regulation: “the processes whereby learners personally activate and sustain
cognitions, affects, and behaviors that are systematically oriented toward the attainment
of personal goals” (Zimmerman & Schunk, 2011, p. 1)
Self-Regulated Strategy Development (SRSD): instruction characterized by explicit
instruction of writing strategies and self-regulation procedures (e.g., self-assessment and
goal setting), as well as individualized instruction and criterion-based learning (Graham
& Perin, 2007)
Writing: “the production of thought for oneself or others under the direction of one’s
goal-directed metacognitive monitoring and control, and the translation of that thought
into an external symbolic representation” (Hacker et al., 2009, p. 154)
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Scope of the Project
The writing curricular resources designed for this project are designed with a
special emphasis on the needs of middle school (grades 6-8) classrooms. Although high
school ELA teachers may be able to use these materials, the focus remains on middle
school learners. The project is designed to meet the needs of middle school writing
teachers and students of writing. It addresses writing instruction through the framework
of self-regulated instruction with an emphasis on metacognitive thinking and formative
assessment. It does not include other practices of writing instruction (e.g., instruction
around summarization, sentence combining, or vocabulary acquisition).
The project’s effectiveness will depend on teacher buy-in to the methodologies
presented, teacher receptiveness to the feedback obtained through formative assessment,
and teacher willingness to adapt and modify writing instruction and assessment to meet
the needs of individual students. Other stakeholders, such as students, parents/guardians,
administrators, and district curriculum developers will also play a role in the project’s
effectiveness. Students will need to give honest and reflective insight into the thought
processes behind their writing development. Parents and guardians will need to remain
supportive of their student’s success, particularly their growth and development as
thinkers and writers. Lastly, administrators and curriculum developers will need to be
open to what they may understand as “nontraditional” approaches to writing and
assessment, especially assessments that do not mirror standardized assessments.
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Chapter Two: Literature Review
Introduction
Effective secondary writing instruction rooted in evidence-based practices has a
direct and substantial effect on students’ abilities to write and think (Graham, 2020).
However, teachers of writing have often felt overwhelmed at the task of deconstructing
the complex thought processes that take place during the writing process (Applebee &
Langer, 2011). Moreover, teachers often feel that competing demands limit the frequency
and extent to which they use effective practices (Applebee & Langer, 2011; Graham,
2019). While some approaches to writing instruction help students develop into critical
thinkers and competent writers, other approaches are not as effective (Graham, 2019).
Thus, when teachers identify and use effective practices, students of writing demonstrate
an increased ability to regulate the processes and demands of writing (Dignath et al.,
2008), reflect on their thinking, progress, and products (Schunk & DiBenedetto, 2020),
and identify thinking strategies that are conducive to overall success in writing (Winne,
2011).
This literature review is comprised of quantitative and qualitative research that
illuminates how and to what extent specific writing instructional practices produce
critical thinking in student writing. It includes a review of specific writing and thinking
strategies teachers can use during the writing process (Cer, 2019; Colognesi et al., 2020;
Graham, 2019), and outlines the importance of formative feedback during that process
(Black & Wiliam, 1998; Chappuis et al., 2013; Frey & Fisher, 2013). In doing so, this
underscores the symbiotic relationship between self-regulation strategies, metacognitive
thinking, and formative assessment (Sachar, 2020). Moreover, these teaching practices
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specifically align with middle school students’ developmental needs and encourage
thinking through writing (Chmarkh, 2021).
Theory/Rationale
During adolescence, the brain undergoes significant structural development,
including changes that impact synapses in the prefrontal cortex, or the area of the brain
responsible for decision-making and complex cognitive tasks (Blakemore & Robbins,
2012). Executive functioning, which includes such skills as planning, self-monitoring,
self-control, working memory, time management, and organization, all develop during
adolescence (Hill Learning Center, 2019). If individuals exercise executive functioning
processes during adolescence, researchers believe that these processes become hardwired;
however, not exercising executive functioning represents a lost opportunity for growth
and development (Scarborough et al., 2010). While children are not born with executive
functioning skills, they can learn the skills through supportive, well-structured
environments (Center on the Developing Child, 2020).
Early models of writing characterized the act of writing as linear and somewhat
simplistic (Harris et al., 2011). However, writing is far from simple. An effective writer
must manage an array of processes and skills, including a control of grammar and
mechanics, organization, form, and purpose, a consideration of audience, and an overall
evaluation of success within each of these categories toward the goals of the writing piece
(Harris et al., 2011). Effective instruction of developing writers must take into account
the demands of writing in general and the myriad of cognitive demands each of the facets
of writing presents to young writers. Therefore, effective writing instruction for middle
school writers in an ELA classroom setting requires that teachers understand the theories,
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namely social cognitive theory (Bandura, 2018; Schunk & DiBenedetto, 2020) and
contemporary metacognitive theory (Hacker, 2018), which reflect the cognitive and
social complexities of writing and address the specific developmental needs of adolescent
writers.
Social Cognitive Theory
Bandura’s (2018) social cognitive theory relies on a triadic codetermination
theory of causation. Put more simply, there are three factors that influence learning:
intrapersonal influences, behavioral influences, and environmental influences. Each of
these elements can influence the others (Schunk & DiBenedetto, 2020). Furthermore,
social cognitive theory contends that an individual is essentially “agentic,” which means
they can intentionally produce effects on one’s actions (Bandura, 2018). For example, an
individual can visualize outcomes, set action plans into motion, and manage their
behavior within this action plan to achieve goals. The individual can also exercise selfreflectiveness to gauge their level of success, addressing discrepancies or conflicts
between goals and outcomes. Within the context of writing, this could manifest as
follows: a writer analyzes a task, sets a plan into motion, and monitors actions when
executing the plan to adjust behavior in order to produce desirable results. The agentic
perspective is a founding principle of Bandura’s (2018) social cognitive theory.
Moreover, Bandura’s theory of social cognition influenced the formation of selfregulation in learning and its subcomponents that comprise self-regulated writing
instruction.
Because writing, by nature, is a recursive, strategic, and multidimensional process
that involves planning, translating, and revising (Harris et. al, 2011), self-regulation and
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metacognitive thinking are essential to writing success. According to Schunk and
Zimmerman (2011), “self-regulated learning and performance refers to the processes
whereby learners personally activate and sustain cognitions, affects, and behaviors that
are systematically oriented toward the attainment of personal goals” (p. 1). Selfregulation strategies address the complex network of written communication by
deconstructing elements that help writers notice and regulate their thinking through the
different stages of planning, translating, and revising. For example, some self-regulation
strategies before, during, and after writing include goal setting, planning and outlining,
self-monitoring, self-evaluating, seeking social help, and selecting model texts.
Research shows that 1) skilled writers are more self-regulated than less skilled
writers; 2) developing writers become increasingly self-regulated with age and schooling;
3) self-regulation is directly related to writing performance; and, 4) instruction that
emphasizes self-regulation increases struggling writers’ writing performance (Harris et
al., 2011). Self-regulated strategies, therefore, can be implemented at every level of the
writing process to improve writing and cognition for adolescent writers. The stages of
writing, generally defined by writers and educators, can be summarized as prewriting,
planning, drafting, revising, editing, and publishing. For the sake of this project, the
stages of writing will be defined as forethought, performance, and self-reflection, all
terms borrowed from Zimmerman and Moylan’s (2009) research on metacognition and
motivation. Although not necessarily linear, these stages are rooted in social cognitive
theory and metacognitive theory, and borrow from Bandura’s agentic perspective, or the
belief that an individual has agency over actions and outcomes. The following stages
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particularly outline and emphasize the thinking processes involved at each phase of the
writing process.
Stage One: Forethought. In the forethought stage of writing, writers develop
goals and create strategic plans for both task completion and content conveyance
(Zimmerman & Moylan, 2009). In this stage, it is important that writers visualize the
outcomes of their actions and identify sources of motivation (Bandura, 2018). Clearly
defined learning objectives give students standards for cognitive and metacognitive
monitoring of tasks, and elevate achievement (Winne, 2011). Additionally, the act of goal
setting has shown to energize and direct motivational outcomes; research has proven this
to be true for children, adolescents, and adults (Schunk & DiBenedetto, 2020).
Conversely, motivation instigates and sustains goal-directed activities (Schunk &
DiBenedetto, 2020).
According to Schunk and DiBenedetto (2020), goals can be broken into two
subcategories: learning goals and performance goals. First, learning goals refer to
knowledge, skills, and strategies to be acquired or demonstrated (i.e., learn how to write
with a variety of sentence types). By contrast, performance goals are tasks that students
will complete (i.e., write a final draft of an essay). Learning goals, or the processes and
strategies, help improve learning while performance goals can create social competition
and emphasize completing tasks. Writing can be perceived through both lenses, but a
shift of conceptualization of writing as a learning goal for students can lead to increased
motivational outcomes and achievement (Schunk & DiBenedetto, 2020). As a result,
setting proximal and specific goals for learning and writing directly affects achievement
(Schunk & DiBenedetto, 2020).
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Self-regulated learning as it relates to goal setting, motivation, and initial
monitoring of tasks within writing instruction can be achieved in the context of a
supportive classroom where students are engaged and guided by teachers to acquire
specific strategies and skills (Perry & Rahim, 2011). The teacher works to model
appropriate skills and construct goals with the help of the student and peers (Perry &
Rahim, 2011). As Perry and Rahim (2011) put it, these goals and standards are then
internalized in ways that are “consistent with [students’] personal conceptions and beliefs
about themselves and about learning, both specifically and in general” (p. 124).
Eventually, students’ forethought becomes an integral part of their writing as they adopt
the cognitive processes modelled by the teacher and are supported within a community of
peers. Thus, they also become more aware that the strategies they and their teacher
implemented helped them arrive at success, and they better understand how these
strategies promoted their writing success.
Stage Two: Performance. In the performance stage of writing, writers engage in
the act of translating ideas into written words, exercising self-control (i.e., through task
strategies) and self-observation (i.e., through metacognitive monitoring) (Zimmerman &
Moylan, 2009). Because writing is such a complex task, tracking one’s performance
across tasks can sometimes produce cognitive overload for developing writers
(Zimmerman & Moylan, 2009). To address and remedy this cognitive overload, selfobservation strategies can help young writers become more aware of their progress
through tasks (Zimmerman & Moylan, 2009).
Such strategies can be categorized to include any of Bandura’s (2018) factors of
learning: environmental, intrapersonal, or behavioral elements. For example, teachers can
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help students become aware of environmental factors that affect their learning by helping
students eliminate distractions in the environment, or by helping students become aware
of tools within their environment, like word processing tools. For intrapersonal factors,
teachers can model self-observation strategies by helping students notice their thinking
and progress, and implement strategies to address obstacles or off-task behavior.
Specifically, teachers can demonstrate self-observation by modeling when and how to ask
for help from a peer or a teacher. Lastly, teachers can model strategies for behavioral
self-control by implementing self-selected rewards or consequences associated with task
completion. Each self-observation strategy directly relates to Bandura’s social cognitive
theory in that it grants agency and autonomy to the student writer to inform and shape
factors connected to their learning and development as a writer.
The performance stage of writing is only successful if teachers also teach students
self-reactiveness. Self-reactiveness refers to a student’s ability to manage behavior, adopt
standards, and evaluate performance during the performance stage (Bandura, 2018). Selfreactiveness influences to what extent young writers’ motivational outcomes are affected,
as motivational outcomes are directly correlated to task completion and overall success
(Schunk & DiBenedetto, 2020). There is extensive literature supporting the idea that selfefficacy influences one’s choice of activities, effort, persistence, achievement, and selfregulation. In turn, a developing writer’s self-efficacy is affected by the results of one’s
achievement efforts (Schunk & DiBenedetto, 2020).
Additionally, teachers can directly affect student self-efficacy through feedback,
as feedback is shown to raise self-efficacy and overall achievement (Schunk &
DiBenedetto, 2020). According to these authors, feedback should be interwoven in every

26
phase of the writing process and highlight student growth or progress. It should also
provide students with regular opportunities to self-evaluate their own progress. As
Fleischer (2013) explains, self-evaluation can be done through conferencing, reflection
forms, or analysis of artifacts of learning, to name a few.
Stage Three: Self-Reflection. In the final stage of writing, students engage in
self-reflection. Reflection can happen during the writing process as students assess the
posed challenges and develop plans to reach their goals (Bandura, 2018). Reflection can
also happen after writing has finished, as students assess their work against their or their
teacher’s original standards (Bandura, 2018). Students should use self-reflection, then,
both for revision of content and revision of writing mechanics (Harris et al., 2011).
Again, motivation plays a role in the self-reflective stage of writing. Learners who
are motivated to reach goals engage in self-regulatory activities such as implementing
strategies, monitoring performances, adapting one’s approach as needed, reflecting on
one’s progress, and sustaining motivation for task completion (i.e., self-regulation of
motivation) (Schunk & DiBenedetto, 2020).
Students receiving self-reflection training outperformed control groups of students
on instructor-developed tests and were better calibrated in their task-specific self-efficacy
beliefs before solving problems and in their self-evaluative judgments after solving
problems (Zimmerman & Moylan, 2009). Consistent with the social cognitive model, as
Perry and Rahim (2011) explain, teachers should model and scaffold self-reflective
activities and create collaborative opportunities for students to reflect with peers. These
authors also noted that students gradually internalize self-regulated strategies after
teachers model the strategies in the social practices of the classroom.
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Lastly, it is important to note that each of Zimmerman and Moylan’s (2009)
stages of writing (i.e., forethought, performance, and self-reflection) are not stages that
writers progress through in a linear fashion but, rather, these stages operate cyclically in
nature (Zimmerman & Moylan, 2009). Proficient middle school student writers, with
support from their ELA teacher and after practicing and internalizing self-regulation
strategies, will move between these stages of writing as they gauge the demands of their
thinking and of the specific writing task.
Contemporary Metacognitive Theory
Metacognition is a concept that originated in the late 1970s with Flavell (1979). In
the simplest of terms, metacognition refers to the act of thinking about thinking.
Researchers have noted a distinction between metacognitive knowledge, or knowledge of
cognition, and metacognitive control processes, or regulation of cognition (Moshman,
2018). Therefore, metacognition and self-regulation are closely tied cognitive activities
(Fox & Riconscente, 2008). Humans both think about the content and processes of their
thoughts, while regulating and exerting control over them. An interpretative framework
of metacognition in relation to self-regulation can be explained in this way: a knower or
actor confronts a medium or agency of knowing to arrive at what is known or acted upon
(Fox & Riconscente, 2008).
Hacker (2018) stated that cognitive processes have two levels: an object-level and
a meta-level. At the object-level are cognitions concerning external stimuli. Examples
include perceiving objects, or comprehending written text, or remembering past
experiences. At the meta-level are cognitions about one’s object-level cognitions. The
meta-level can include four categories of thought: 1) metaperception, or thoughts about
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one’s perceptions, 2) metacomprehension, or thoughts about one’s comprehension, 3)
metamemory, or thoughts about memories, and 4) metafantasies, (i.e., thoughts about
one’s future plans) (Figure 1).
Figure 1
Cognitive Processes (information taken from Hacker (2018))
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and new
information
coalesce.

with outcomes, or
influence
comprehension.

Hacker (2018) states that the meta-level of consciousness contains a dynamic
model of the object-level, and while the object-level can contain goals about what needs
to be accomplished (for example, in the context of writing: to write a narrative, to use intext citations, to assess the validity of an argument), the meta-level can monitor those
goals. Metacognitive control is, therefore, about directing thoughts from the meta-level to
the object-level to regulate thoughts and/or behavior in order to achieve goals. With
writing, the control strategy of thought is used to produce thoughts, and the monitoring
strategy is used to observe the production of thoughts.
Thus, secondary writing instruction centered on self-regulation inherently embeds
opportunities for metacognitive thinking (Hacker, 2018). In self-regulated writing
instruction, teachers help students achieve effective writing and thinking by embedding
metacognition into each phase of the writing process discussed earlier (i.e., forethought,
performance, and self-reflection) (Zimmerman & Moylan, 2009). In the forethought
stage, for example, teachers can guide students to set goals for their writing processes and
writing products (Zimmerman & Moylan, 2009). By visualizing these goals and the
moves necessary to achieve the goals, students free up cognitive space, which can then be
devoted to the content and ideas of their writing. Over time, these metacognitive thinking
functions become engrained and reflexive (Fox & Riconscente, 2008). Psychologist
William James described this approach to education as the process of “deliberately
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acquiring habits, of controlling one’s behavior in order to become free of the need to
control it” (Fox & Riconscente, 2008, p. 376).
Next, in the performance stage of writing, teachers can help students assess their
progress toward pre-set goals, and to make necessary adjustments by either implementing
strategies that will help students stay on course toward a goal, or to help students
recognize when goals need to be modified (Zimmerman & Moylan, 2009). These authors
also assert that self-regulation techniques in the performance stage include selfquestioning and self-reflection, as well as an evaluation of progress and time
management.
Lastly, in the reflection stage of writing, students work to assess their work
against original or modified goals, standards, and models. In doing so, they exercise
metacognitive monitoring strategies and identify what worked and what they could alter
in subsequent writing exercises to be more successful (Zimmerman & Moylan, 2009). In
fact, research has shown that metacognitive monitoring and control strategies can develop
as early as preschool and that children as young as 3 or 4 years can provide accurate
retrospective judgements of their learning (Hacker, 2018). When trained to use
metacognitive monitoring and control strategies on a list of spelling words, for example,
second grade students demonstrated improved metacognitive processes throughout the
school year as well as improved overall spelling performance over the course of the
school year (Hacker, 2018). Thus, it stands to reason that adolescents also benefit from
metacognitive monitoring and employing control strategies when engaged in the writing
process (Table 1).
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Table 1.
Writing Stages and their Metacognitive Components.

Writing Stage

Forethought

Performance

Self-Reflection

Definition of Stage

Metacognitive
Components

The stage of writing Goal setting
when writers
Planning
develop goals and
Visualization
create strategic
plans for both task
completion and
content
conveyance.

The stage of writing
when writers
translate ideas into
written words.

The stage of writing
when writers reflect
on the success of
their writing. Self-

Task strategies
Self-monitoring
Help-seeking
Time-management
Environmental
structuring

Self-observation
Self-judgement
Self-evaluation
Revising

Teacher’s Role in
Supporting
Metacognitive
Teacher helps
students think about
and set goals for
writing through
think alouds,
conferencing, and
peer collaboration.
Teacher helps
students examine
model texts before
outlining and
planning for
writing.
Teacher helps
students check
progress toward
goals.
Teacher helps
students make
adjustments to
behavior and
environment
Teacher models
thinking that
notices monitoring
of approaches that
might be impeding
success; teacher
offers “fix it”
strategies.
Teacher embeds
opportunities for
observation and
reflection through
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reflection occurs
during and after
the performance
stage.

conferencing,
reflection forms,
peer collaboration,
and modelling.

Research/Evaluation
To Write is to Think
Writing is thinking in action (Menary, 2007). In educational contexts, however,
writing is often viewed as an end product, an assessment tool for high-stakes testing, or a
way for students to demonstrate that they know instead of being used as a vessel to
knowing (Chmarkh, 2021). This author also noted that this view of writing deprioritizes
an opportunity for students to engage in critical thinking and to explore ideas and
understandings while writing. In addition, high-stakes writing assignments, like essays
and exams, tend to stress the form and structure of the writing task at the expense of the
ideas and content of the writing. However, real writers write to express ideas, and so
focusing solely or predominantly on form neglects the driving force of writing (Hillocks,
2005). From the ideas of writing, writers make choices regarding structure, word choice,
and figures of speech (Hillocks, 2005). Therefore, as Wiggins and McTighe (2005) state,
students have to be taught to problem solve using “big ideas and transferable strategies,
not merely how to plug in specific facts or formulas” (p. 40). As a result, it is important
for writing teachers to understand what practices work when it comes to writing
instruction and producing high quality student thinking. It is also essential that teachers
understand which practices are less effective. Thus, an analysis of the efficacy of various
approaches to teaching writing deconstructs the complex cognitive task that is writing,
and the even more complex task of teaching writing.
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Contemporary Writing Instruction
Effective Approaches to Teaching Writing. Findings from 28 surveys,
observations, and mixed-methods studies by Graham (2019) which involved the writing
practices of 7,000 teachers makes clear the instructional writing practices currently
manifested in schools across the United States over the past 15 years. Effective writing
approaches shared similar qualities, including a commitment on the teacher’s part to
devoting considerable time to writing instruction within the context of the overall
curriculum and a consistent utilization of evidence-based writing practices. Evidencebased practices are essential to improving student writing. The evidence-based practices
outlined in Graham’s (2019) study included writing for different purposes, teaching
strategies for planning and revising, conducting formative assessments that guided
instruction, and conducting writing conferences with students. Similar studies have found
that teachers often feel that they lack adequate time to cover writing instruction, and this
contributes to less than proficient student writing skills (Madison et al., 2019). When
allotted enough time, teachers can impact student writing and thinking; however, simply
providing more opportunities to write without using effective writing instruction is not
enough to improve writing quality (Dean, 2010).
Similarly, a previous meta-analysis by Graham and Perrin (2007) outlined eleven
instructional writing elements proven to produce high effect sizes on student writing. The
authors noted that teachers cannot expect to use one single strategy as the framework for
an effective writing curriculum, but stated that an optimal mix of strategies tailored in
response to student needs can be beneficial. Of the elements outlined in the study,
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teaching writing strategies, or teaching strategies for planning, revising, and editing work,
showed a dramatic effect size (0.82) on student work.
Writing strategies. Galbraith and Baaijen (2018) maintained that the knowledge
humans store is implicit in nature. They further stated that the process of writing helps to
move this knowledge into explicit form. Therefore, constituting the content of learners’
knowledge is not straightforward, but is a matter of capturing their understanding as it
unfolds in the written text as it is composed (Galbraith & Baaijen, 2018). The act of
writing helps the writer more fully understand and document what they know, and is
partly responsible for how they come to know. Although the process is not
straightforward, writing strategies help students regulate movement of knowledge from
the implicit to the explicit (Zimmerman and Moylan, 2009).
Writing strategies can include strategies around planning, drafting, revising, and
reflecting. Self-regulation strategies can be employed at each level of the writing process.
In a meta-analysis by Dignath et al. (2008), researchers reviewed the effectiveness of
self-regulatory strategy training with primary school students. The mean effect size of
self-regulated learning training was 0.61 for overall academic performance, 0.73 for
enhanced strategy use, and 0.76 for improved motivation. Similarly, Zimmerman and
Moylan (2009) found the effect of self-regulation training on secondary students’ overall
academic performance to be 0.54.
In the planning (i.e., forethought) stage of writing, students benefit from the selfregulation strategy of goal setting. According to Harris, et al., (2011), self-regulation in
the planning (or forethought stage) of writing can include (a) problem definition (i.e.,
defining the nature and demands of a task); (b) focusing of attention and planning (i.e.,
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attending to task and generating plans); (c) strategy statements (i.e., engaging and using a
strategy). For example, Graham (2018) noted that goal setting in the planning stage of
writing is linked to increased executive functioning skills such as reasoning,
interpretation, problem solving, decision-making, and intuition. Schunk and DiBenedetto
(2020) found that goals that are specific and proximal can energize and direct
motivational outcomes for student writers. In one study that analyzed the efficacy of
outlining ideas before writing, Dingfelder (2006) cited evidence that a subset of low selfmonitoring student writers improved their writing through outlining in the planning stage
of writing. Additionally, teachers who modeled self-regulation strategies like selfinstructions for their students increased student writing performance (Harris et al., 2011).
In addition to the benefits of planning strategies, self-monitoring strategies
centered on planning and revision also benefit student writing. Torrance et al. (2015)
studied the effects of process strategy instruction on sixth-graders divided into three
groups. In the first, self-regulated strategy-focused training stressed setting product goals
and writing process procedures (i.e., planning and revision). In the second, strategyfocused training focused solely on setting product goals for writing. The last group
emphasized product-focused instruction and focused heavily on the finished product, but
did not emphasize the writing process. The last type of instruction also differed from the
first two in that it did not teach and embed within the writing process metacognitive
thinking strategies. Instead, it focused on the structural and linguistic features of essays.
The results of Torrance et al.’s (2015) study showed substantial improvements in the
quality of produced writing texts for students in groups one and two, but not on the third
group. This demonstrated that strategy instruction in the planning and revising stages
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paired with metacognitive strategies showed greater gains in student writing than did
instruction that focused on structure (i.e., organization and grammar).
Similar findings showed that strategy instruction is one of the most effective ways
to increase students’ learning and metacognition about learning (Pressley & Harris,
2006). Specifically, Gutierrez and Schraw (2015) found that strategy instruction
increased performance, confidence, and calibration accuracy. They defined calibration
accuracy as “the discrepancy between a judgment of learning and learning itself” (p.
386). Therefore, strategy instruction puts students in control of their learning and writing,
making them more autonomous or self-directive.
Similar findings of self-regulation instruction aligned with writing instruction and
assessment resulted in an earlier study conducted by De La Paz (1999). Post-instruction
analysis of student writing indicated that all students, both average-writers and lowperforming writers, improved their writing quality after self-regulation strategy
instruction. The average length of essays increased (e.g., students with learning
disabilities increased essay length by 250%); vocabulary improved; and essays became
more complete. Specifically for students with learning disabilities, self-regulation
strategies have positive effects on student writing and thinking (Hisgen et al., 2020).
Using pre and posttests to measure writing growth, researchers demonstrated that
systematically and explicitly teaching strategies for planning, translating, and revising
showed an increase in text length and quality of text for students in a writing strategies
group versus those in a control group (Hisgen et al., 2020).
The benefits of self-regulation instruction translates across cultural and
socioeconomic lines as well. In their study of Washington D.C. urban school districts,
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Harris et al. (2006) found that as early as second grade, writing performance and
knowledge can be improved substantially by teaching general and genre-specific
strategies for planning. Control groups also demonstrated a transfer of skills to other
genres (genres in which they had not received instruction). Researchers also found that
strategies that encourage peer collaboration followed by independent practice positively
affected student writing (Torrance et al., 2015). Self-revision occurred throughout the
writing process, but peer-revision conferences also took a central role in improving
student work.
Metacognition. Research has also demonstrated that the act of writing originates
with different types of motivation––such as perceived confidence, goal orientation, task
value, and attributions for success and failure (Madison et al., 2019). These authors also
found that effective writing instruction models mindsets and thinking patterns for middle
school writers that overcome self-limiting beliefs and increase confidence and selfefficacy. Embedded in self-regulation strategies are metacognitive thinking strategies.
Metacognitive knowledge includes what learners know about themselves as cognitive
processors, an understanding of the different approaches to learning and problem solving,
and an awareness of the demands of a particular learning task (Teal Staff, n.d.). These
experts also noted that learners who exercise metacognitive regulation guide, regulate,
and evaluate learning with metacognitive skills.
De La Paz and Graham (2002) used self-regulated instruction to teach seventh and
eighth grade students goal setting, self-monitoring, self-evaluation, and self-instructional
statements. Teachers modeled planning and writing strategies through think-alouds while
infusing goal setting (i.e., “I need to understand the prompt”) and self-monitoring
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statements (i.e., “I don’t think I have enough reasons” or “I am confused, but I will figure
this out”). The findings from this quasi-experimental designed study demonstrated that
students in the experimental group wrote essays of higher quality during the study and
maintained gains after the study ended. Similarly, MacArthur and Philippakos (2013)
conducted research with developmental writing classes at the community college level.
They found that teachers who taught self-regulation strategies using think alouds,
collaborative practice, and a gradual release of responsibility helped students improve
quality of drafts and levels of motivation for writing as measured with pre and posttest
data. Fisher and Frey (2013) noted similar benefits to a collaborative approach to the
gradual release of responsibility model. Additionally, even though the MacArthur and
Philippakos’s (2013) study did not focus on explicitly teaching writing conventions, the
students made gains in this area. This suggests that incorporation of self-regulation
techniques that focus on metacognitive thinking, including task analysis and goal setting,
strategy selection, monitoring of progress, and reflection, positively affected elements of
students’ writing that were not even targeted for instruction (MacArthur & Philippakos,
2013).
Self-monitoring also plays an integral role in the writing process. Dingfelder
(2006) noted that students who ranked high in self-monitoring frequently evaluated and
revised their texts. Meanwhile, students who ranked low in self-monitoring were more
prone to explore ideas without evaluating or revising their work. Studies have shown that
metacognitive thinking can improve student writing as well as student knowledge or
writing processes and student awareness of progress (Cer, 2019; Colognesi et al., 2020).
Cer’s (2019) study of secondary students demonstrated that when teachers instructed
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students in metacognitive strategies while writing, students improved the context, style,
language and structures of expression within their writing. In addition, students were
better able to articulate what they knew and how they knew it, as well as why and when
they should use strategies and information (Cer, 2019). Similarly, Colognesi et al., (2020)
found similar results with 11- and 12-year-old students when embedding metacognitive
questionings before, during, and after writing. After comparing student writing data with
data from a non-metacognitive control group on such criteria as idea development,
message organization, textual consistency, and sentence construction, the researchers
found significant and greater improvements in the metacognitive group. Moreover, when
teachers embed metacognitive reflections throughout the writing process, students come
to understand the writing process and control the quality of their writing (Pacello, 2019).
Formative assessments. According to Black and Wiliam (1998), assessment
includes activities that provide teachers with feedback that can be used to modify
instruction. Formative assessment occurs when the teachers use evidence to meet student
needs. Notably, formative assessments help lower achieving students more than others,
but nevertheless benefit all learners (Black & Wiliam, 1998).
During the actual writing (i.e., performance) and revising (i.e., self-reflection)
processes of writing, teachers can help students formatively assess their own writing and
thinking by offering verbal feedback via conferences or written feedback on student
drafts (Sachar, 2020). However, even with written feedback, students of writing often do
not revise their writing or they may otherwise harbor misconceptions about the
distinction between revising and editing (Sachar, 2020). Lee (2011) states that students
can often feel overwhelmed or frustrated with teacher feedback, and then they fail to
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implement meaningful changes to their drafts. Why? The type of teacher feedback
matters. Researchers have found that students were more likely to revise their writing
when they received praise or localized feedback, but were less likely to revise if the
feedback was excessive, for example (Sachar, 2020). Specifically, feedback that focuses
on content and ideas as opposed to surface-level features like spelling and punctuation
have shown to be most effective (Beach & Friedrich, 2006). For young writers, feedback
can shape their perception of their abilities, so teachers need to construct the feedback
with an attention toward increasing motivation and self-efficacy (Sachar, 2020).
Equally important to the type of feedback students receive is when students
receive feedback during the writing process (Frey & Fisher, 2013). If teachers wait to
provide students with summative feedback on writing, they will not notice changes in
student performance because there is no opportunity for students to revisit and revise
their work, and because students’ attention is already focused on the next task (Frey &
Fisher, 2013). Frey and Fisher (2013) note three key scaffolds teachers can use to
promote thinking and student autonomy of learning: “questions to check for
understanding, prompts to apply specific cognitive and metacognitive resources, and cues
when the learner needs his or her attention shifted in a more overt manner” (p.70).
Moreover, Chappuis et al. (2013) contended that the benefits of formative
assessment practices on student thinking and writing are numerous. These benefits
include the fact that the information gained from formative assessments can pinpoint
specific problems so that teachers can take action, the fact that the assessment
information is timely, and the fact that teachers and students can take action based on the
results. Measuring student needs through formative assessments and shifting instruction
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so that it is responsive to those needs can produce drastic improvements in student
writing.
Additionally, metacognitive thinking strategies paired with formative assessments
and feedback helps students articulate the strategies they use to think about and revise
their writing (Sachar, 2020). Zhang, Schunn, and Baikadi (2017) found that a
combination of peer review comments, self-reflection, and writing goals encouraged high
levels of revisions in college students’ writing, as well as higher-level revisions. While
28% of student revisions addressed spelling and grammar, all other revisions focused on
clarity, text organization, or purpose. Graham and Perrin’s (2007) meta-analysis noted
similar findings about the benefits of collaborative writing for middle and high school
students, or grouping students to plan, draft, edit, and revise, opposed to individual
writing. Collaborative writing, which included peer feedback, showed a strong impact on
student writing with a strong effect size (0.75). Together, goal-setting, self-monitoring,
and constructive feedback processes help students to regulate thinking in productive
ways, and benefit student writing overall (Madison et al., 2019).
Less Effective Approaches to Teaching Writing. Shockingly, 71% of high
school teachers indicated that their teacher education coursework did not adequately
prepare them to teach writing (Graham & Gilbert, 2010). In a different study, 41% of
teachers said their schools or districts provided them with few or no instructional
resources related to writing instruction and assessment (Goodwin, 2012). Without
adequate preparation or resources, teachers must ascertain for themselves what works
when it comes to writing instruction. To produce desirable effects on student writing,
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teachers must distinguish between effective and less effective instructional writing
approaches.
In a meta-analysis of writing instruction, Graham (2019) noted trends in issues
with some approaches to writing. These issues included placing little to no emphasis on
particular strands of writing, overemphasizing basic writing skills like grammar, or
underemphasizing instruction around processes like planning or revising. Pacello (2019)
echoed Graham’s (2019) sentiment on grammar instruction, arguing that isolated
grammatical instruction is another approach to writing that research shows needs to be
abandoned. However, earlier research by Hillocks (2005) contends that teachers comment
most commonly on grammar in student writing, and less frequently on ideas and
organization.
There was also a common trend in Graham’s (2019) meta-analysis surveys that
indicated that writing in classrooms is often reduced to filling-in-the blanks on
worksheets, note taking, or giving one-sentence responses to questions. Applebee and
Langer’s (2011) findings mirror this assertion in earlier research that found that teachers
report not assigning extended writing assignments frequently because the amount of time
it would take to read the assignments and give thoughtful feedback would be unrealistic.
However, without the adequate time and opportunity to explore their thinking through
writing, students will never develop as thinkers or writers.
Other issues with writing instruction became clear in Graham’s (2019) metaanalysis of writing instruction. For instance, some approaches had insufficient effects on
student writing, including the tendency for teachers to formatively evaluate writing
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infrequently, largely ignore student motivational factors for writing, and include little to
no collaboration among peers while writing.
Effective Writing Instruction Improves Student Thinking
Graham (2019) found that effective practices in writing instruction enhanced
student knowledge and skills in other academic contexts. For example, students’
understanding and retention of material across all subjects increased when teachers ask
students to write about their learning. Furthermore, Quitadamo (2007) found that students
who participated in high school biology laboratories that incorporated a writing
component outperformed students who participated in laboratories with traditional
multiple-choice exams. Students in the writing group demonstrated gains in critical
thinking, which equated to positive gains in the national percentile rankings, from the
45th to 53rd percentile for the writing group; conversely, the non-writing group
experienced losses in the national percentile rankings, from the 42nd to 40th percentile.
Therefore, critical thinking improvement in the writing group was approximately nine
times greater than the non-writing group.
The landmark Delphi Report, which created a consensus on the conceptualization
of critical thinking by a panel of educators, critical thinking theorists, and assessment
specialists, defined cognitive skills that encompass critical thinking (Facione, 1990).
These included the skills of analysis, inference, and evaluation. More recently, Menary
(2007) noted that writing allowed for the external storage of information that can then
become susceptible to analysis, transformation, and criticism in a way that biological
neurocircuitry does not allow. In other words, writing is an external system that
documents and extrapolates the contents of internal thought processes. Cognitive abilities
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have extended with the advent of writing. Additionally, instruction that gives students
standards for metacognitive thinking and monitoring has been proven to elevate cognitive
achievement (Winnie, 2011).
Lastly, the relationship between reading and writing is symbiotic in nature,
working together to augment deep and critical thinking. As a result, students who write
and teachers who explicitly teach writing improve students’ reading skills (Graham,
2019). Moreover, incorporating writing instruction into reading instruction is proven to
enhance reading (Graham, 2019). Thus, focus on improving writing instruction in middle
school ELA classrooms has the potential to benefit students overall literacy development.
Summary
Self-regulation strategies and metacognitive thinking are rooted in principles
outlined in social cognitive theory (Bandura, 2018) and contemporary metacognitive
theory (Hacker, 2018). Social cognitive theory (Bandura, 2018) points to three factors
that influence learning: intrapersonal, behavioral, and environmental factors, and
concludes that individuals can assert agency over the outcomes of their actions by
regulating the internal and external forces of the self as well as the environment. In the
context of writing, individuals who set goals, monitor their progress, adapt to the
demands of the writing context, and self-reflect show success in different writing
contexts (Schunk & DiBenedetto, 2020; Zimmerman & Moylan, 2009). Contemporary
metacognitive theorists (Hacker, 2018; Moshman, 2018) postulate that students must
become aware of their thoughts, as well as the processes and demands of writing, and
learn to exert control over those processes in effective and cohesive ways (Fox &
Riconscente, 2008; Hacker, 2018). Moreover, adopting metacognitive thinking strategies
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frees students of the myriad of cognitive demands that are involved in the writing process
(Fox & Riconscente, 2008).
While no single evidence-based practice is sufficient to meet the needs of all
student writers, self-regulation strategies, metacognitive thinking strategies, and
formative assessment practices demonstrate considerable gains in student writing
proficiency (Graham, 2019; Graham & Perin, 2007; Frey & Fisher, 2013). Research has
also found these strategies to be more effective than other instructional writing strategies,
including writing instruction that emphasizes and isolates grammar and mechanics
(Graham, 2019; Pacello, 2019), or feedback and assessments that are summative in nature
(Frey & Fisher, 2013). Currently, according to meta-analyses of writing instruction in the
United States, writing instruction still heavily emphasizes these practices (Graham,
2019), and so resources that can illuminate the complex cognitive and metacognitive
processes involved in the writing process will be helpful for teachers of writing and will
benefit student writers. Thus, teachers armed with the knowledge and the resources to
deconstruct the complex processes of writing can guide students to think more deeply and
critically through their writing.
Conclusions
Current issues with writing instruction often leave teachers feeling alone, lost, and
overworked; meanwhile, their efforts produce minimal impacts on student writing and
thinking abilities. Students continually underperform on state and national assessments of
writing, entering college and the workforce with below adequate skills. To address these
issues, self-regulation instruction, metacognitive thinking strategies, and formative
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assessment practices can work to promote secondary students’ thinking through writing,
and can increase their students’ autonomy over their writing endeavors.
Thus, to increase secondary students’ capacity to think deeply and critically
through their writing, writing teachers need to be knowledgeable of and consistently
implement evidence-based practices for teaching writing. While there are numerous
effective approaches to teaching writing, some practices more significantly influence
student thinking and overall writing abilities. These practices include self-regulation
instruction, metacognitive thinking strategies, and formative assessment practices.
Implementing these strategies into pre-existing writing curricula, teachers can increase
secondary students’ awareness of the thought processes involved in all stages of the
writing process, thereby granting students more autonomy and control over their writing.
In doing so, students will also demonstrate increased levels of motivation, self-efficacy,
and confidence as writers, all of which positively contribute to writing performance.
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Chapter Three: Project Description
Introduction
Increasingly, middle school students are struggling to grapple with the demands
of different writing tasks. Evidence from national writing assessments, such as results
from the National Center for Educational Statistics (2008) and the PSAT 8/9 (College
Board, 2020) suggest that middle school students are not effectively communicating
through their writing. Research has shown that self-regulated instruction (Graham, 2018a;
Graham, 2020; Graham & Perin, 2007), metacognitive strategies (Hacker, 2018; Madison
et al., 2019), and formative assessment (Black & Wiliam, 1998; Fleischer, 2013; Madison
et al., 2019) are practices that facilitate thinking through writing. This project presents
secondary curricular resources that emphasize the thinking processes that occur during
the writing process. The resources were created for middle school ELA teachers,
specifically considering the cognitive developmental needs of middle school writers, but
high school teachers could also use the resources. The project begins with an overview of
essential questions, and addresses both the Common Core State Standards’ writing
standards around which the resources were created, as well as the thinking demands that
underpin the standards. The components of the project are organized into the three phases
of writing as outlined by Bandura (2018): forethought, performance, and self-reflection.
Within each of these phases of writing are resources to address self-regulation strategies,
metacognitive strategies, and formative assessment strategies. This chapter will review
the project’s components, suggested measures for evaluation, and steps for effective
implementation. The chapter will close will conclusions that can be drawn from the
project.
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Project Components
This project’s curricular resources aim to support middle school ELA teachers in
fostering critical thinking and self-regulation for their students during various writing
tasks. The resources are grounded in social cognitive theory (Bandura, 2018) and
contemporary metacognitive theory (Hacker, 2018). When utilizing these resources,
middle school writers will become more aware of the thought processes involved during
the writing process, and they will feel empowered to exert control over their thinking and
writing. Teachers will assist students, helping them to recognize the demands of writing
and teachers will demonstrate the thinking involved in assessing and then effectively
executing those demands.
The first component of this project is an overview of all curricular resources
organized into the three stages of writing: forethought, performance, and self-reflection
(Appendix A). Within each stage of writing, teachers will find resources that address selfregulation strategies, metacognitive strategies, and formative assessment strategies. When
teachers identify and use effective practices, students demonstrate an increased ability to
regulate the processes and demands of writing (Dignath et al., 2008), reflect on their
thinking, progress, and products (Schunk & DiBenedetto, 2020), and identify thinking
strategies that are conducive to overall success in writing (Winne, 2011). The Overview
of Strategies and Resources (Appendix A) outlines resources designed with the purpose
of increasing adolescent students’ thinking through writing.
Resources for the forethought stage of writing are presented first. Appendix B
presents nine resources around self-regulation strategies and metacognitive strategies.
The resources include the following:
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a) a goal-setting notecard for students (organized around the author’s created
PICASO acronym (i.e., Purpose, Ideas, Conventions, Audience, Style,
Organization))
b) a goal-setting notecard example (model text)
c) an infographic that explains the elements of PICASO
d) a time management form
e) a motivation tracker which includes rewards/consequences
f) a student outline for narrative texts
g) a student outline for informational/explanatory and argumentative texts
h) a teacher think aloud script (to assist with student outlining) for narrative texts
i) a teacher think aloud script (to assist with student outlining) for
informational/explanatory and argumentative texts
The resources are presented in a way that aligns with the natural progression of thinking
in the forethought stage of writing; however, teachers can choose to change the order in
which they use the resources, or choose not to use certain resources all together. The goal
is to allow teachers flexibility in addressing the assessed needs of their individual
students’ thinking. Ultimately, the resources within Appendix B aim to help students
consider the thinking that occurs before writing even starts. Some resources might seem
tangential to the writing process; however, by helping students to manage their time,
identify factors of motivation, and identify rewards and consequences for
productive/unproductive behavior, teachers will help their students mitigate the
extraneous factors that impact overall success in writing, specifically ones outlined by
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Bandura (2018) which include: intrapersonal factors, behavioral factors, and
environmental factors.
Appendix C addresses the formative assessment strategies that underpin the
forethought stage of writing and includes four resources, including the Student SelfReflection Table, the Student Self-Reflection Questionnaire (Google Form link included),
the Peer Collaboration Discussion Prompts, and the Teacher Conferencing Guide
(Google Sheets link included). Teachers can administer the Student Self-Reflection Table
toward the end of the forethought stage of writing, but this handout could also be used
during the performance and self-reflection stages. The handout helps students reflect on
their original writing goals around each of the elements of PICASO, and to juxtapose that
with where they are currently with those goals. Additionally, the handout encourages
students to consider what they still need to do to meet their goals. The intention of this
resource is for teachers to use it to assist students in monitoring their progress through the
writing stages, helping young writers become aware of their agency over their thinking
and writing.
Next, the Student Self-Reflection Questionnaire is meant to help students reflect
on all of the thinking processes involved in the forethought stage (i.e., goal-setting, time
management, outlining, and reflecting). The statements within this form are meant to
remind students that they should be considering each of these elements of thinking, and
while the form does not explicitly redirect students if they are not engaging in these areas
of thinking, the intention is that the form serves as a reminder to do so. The form has also
been converted into a Google Form to streamline implementation, and a link to the
Google Form is provided in the appendix. The Peer Collaboration Discussion Prompts
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further supports students’ reflection upon and articulation of their thinking with a peer.
While sharing, students are encouraged to write down more strategies gained from their
peer that they could utilize moving forward.
Lastly, the Teacher Conferencing Guide is meant to assist teachers in organizing
their conversations with students. The Google Sheets format allows teachers to take notes
on each student by allotting one Sheet per student in a class, and to track the conferencing
dates. Additionally, the Sheets include conferencing prompts for each stage of the writing
process (i.e., forethought, performance, and self-reflection).
Appendix D presents five resources to address self-regulation and metacognitive
strategies within the performance stage of writing including the Progress Monitoring
Sheet, the Self-Reflection and Adjustment Infographic, the Self-Reflection and Adjustment
Journal, the Teacher Think Aloud Script (Self-Reflection and Adjustment), and the Help!
Infographic. First, the Progress Monitoring Sheet is one that could be used daily as an
exit slip, weekly, or biweekly throughout a writing unit, upon the teacher’s discretion.
The sheet helps students consider the extent to which they came to class prepared and
ready to write/learn, the extent to which they focused attention to their tasks and thinking,
and the extent to which they used their time effectively. Students rate themselves on a
scale of 0-3 (i.e., strongly disagree to strongly agree), and then identify one thing they did
well that day and one thing they could improve for the following day.
There are three additional resources that target self-reflection and adjustment,
namely the Self-Reflection and Adjustment Infographic, the Self-Reflection and
Adjustment Journal, and the Teacher Think Aloud Script (Self-Reflection and
Adjustment). Together, these resources help students consider how different factors affect
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their thinking and writing, specifically: intrapersonal factors (referred to as “Self –
Internal”), behavioral factors (referred to as “Self – External”), and environmental factors
(referred to as “Environment”). The Teacher Think Aloud Script (Self-Reflection and
Adjustment) works to make thinking visible to students by demonstrating both productive
and unproductive lines of thinking, with the goal of the former being to illuminate and
reinforce the thinking, and with the goal of the latter being to redirect unproductive
thinking.
Lastly, the Help! Infographic offers reflective questions in the categories of
intrapersonal factors, or Self – Internal, behavioral factors, or Self – External, and
environmental factors, or Environment, that aim to help students consider their autonomy
in finding solutions to perceived obstacles before opting to seek help from their teacher.
Appendix E presents two formative assessment strategies for the performance
stage of writing. The Peer Collaboration Stems resource structures peer sharing or
revising in a way that encourages students to consider the different ways they can notice
and respond to peer work. The Teacher Feedback Stems are designed to assist teachers
during verbal conferences in class, or via written formative feedback on student drafts.
The prompts and questions are designed with the intention of delivering positive
feedback, as research has shown that students are more likely to revise their work when
they receive praise or localized feedback on their work (Sachar, 2020). The prompts and
questions also do not explicitly tell students what they need to do to “fix” their drafts, but
rather put the work of the thinking on the shoulders of the students.
Appendix F offers one self-regulation and metacognitive resource for the selfreflection stage of writing. The Self-Reflection Questionnaire helps students to think
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about their overall level of success in effectively executing each of the categories of
PICASO. It also asks students to reflect on what they learned about themselves as
thinkers/writers as a result of finishing the writing task.
Appendix G includes four formative assessment resources for the self-reflection
stage of writing including the Student Feedback Request Form, the Student Feedback
Request Form – Example, the Teacher Feedback Stems, and the Student Final Reflection.
The Student Feedback Request Form asks students to articulate specific feedback they
hope to receive from their teacher within the categories of PICASO. By encouraging
students to think about what type of feedback they hope to receive, the form helps
students consider that the purpose of a teacher reading a piece of writing is not merely to
receive a letter grade. Even after the grade is administered, the students’ thinking
continues. The Student Feedback Request Form – Example provides a framework for
thoughtful and unthoughtful feedback questions, as a way to guide students in
constructing their feedback requests. To assist teachers in providing effective and positive
feedback on student work, the Teacher Feedback Stems outlines comments and questions
teachers can use within each of the elements of PICASO, as well as providing
suggestions for overall positive praise. Finally, the Student Final Reflection helps
students summatively reflect on the entire writing and thinking process, and helps them
consider how they will apply their learning to future writing and thinking contexts. This
resource also includes a Google Form link.
Appendix H is titled Student Resources Google Folder. This appendix includes a
link to a Google folder with all student Google resources, including a hyperDoc Google
Slides that compiles all of the student resources created in this project, all Google Forms
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mentioned previously, a Google Doc version of the writing rubric discussed below in the
Project Evaluation, and pdfs of the infographics discussed in Appendix J. The purpose of
the digital resources is a matter of practicality: teachers are increasingly using hyperDocs
and Google Drive to administer assignments via Google Classroom. The digital version
of the resources is meant to increase the ease of implementation of this project’s
resources.
Appendix I is titled Teacher Resources Google Folder. This appendix also
includes a link to a separate Google folder, which includes a Google version of all of the
teacher resources created in this project. The folder contains a hyperDoc Google Slides of
all teacher resources, the Google Sheets conferencing guide, and Google Forms Teacher
Surveys (pre/post-assessments) for the unit (discussed in the Project Evaluation). Again,
these resources are included in order to increase the ease of implementation.
Lastly, Appendix J, titled Infographics, includes visuals of all infographics as well
as links to pdfs of all infographics created for and used within the teacher and student
hyperDocs. The following are the infographics included in Appendix J:
a) Growth Mindset
b) Metacognition in Writing
c) Self-Regulated Writers
d) A Juggling Act: Elements of Writing
Teachers can use the infographics as a way to help students learn, remember, and practice
the thinking of self-regulated, metacognitive learners.

55
Project Evaluation
This project will be assessed in three different ways. First, students will complete
a pre/post survey before and after the curricular resources are implemented into a writing
unit (Appendix K). The survey assesses students’ perceptions about writing, their
perceived confidence as writers, their perceived value of writing, their perceived ability
to regulate their thinking through writing, and their perceived levels of motivation,
among other things. The survey asks students to respond to statements via a four-point
scale, totaling 68 points. Documentation and comparison of pre- and post-survey point
totals will reveal the efficacy of the curricular resources in regards to its impact on
student thinking in the context of writing.
Second, teachers will complete a similar pre/post survey before and after
implementing the curricular resources (Appendix L). In the teacher survey, teachers will
be asked to assess to what extent they believe their students demonstrate deep and critical
thinking through their writing, among other things. Similar to the student survey, the
teacher survey provides statements to be ranked on a four-point scale, totaling 60 points.
Analysis of pre/post survey results will indicate to what extent teachers perceived the
curricular resources’ impact on students’ abilities to think through their writing.
Lastly, a writing rubric will be used to assess the success of the project in
enhancing student thinking (Appendix M). The rubric assesses to what extent students
demonstrate deep and critical thinking through their writing. Ideally, the rubric will be
incorporated into pre-existing writing rubrics. Teachers will be asked to incorporate the
rubric into a writing unit that is close to being finished (i.e., one that does not include this
project’s curricular resources). Data will be collected and documented prior to
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implementing the next writing unit, which will implement this project’s curricular
resources. A comparison of rubric point scales will reveal to what extent students
demonstrated a deep and critical ability to think through their writing.
Project Implementation
The project will be presented to a K-12 public school in western Michigan. The
resources will be given to all ELA teachers in grades 6-8 as well as any special education
teachers who specialize in ELA. After receiving the resources, teachers should take time
to look through and become acquainted with the resources on an individual level. Once
acquainted, all ELA teachers and special education teachers should plan a department
level meeting in which they make plans to implement the resources into an upcoming
writing unit. Classroom teachers may still exercise autonomy in choosing which
resources to use at which times throughout a unit, as formative assessment practices will
dictate student needs, and the response to those needs.
Project Conclusions
After implementing the resources in this project, middle school ELA teachers will
increase secondary students’ capacity to think deeply and critically through their writing,
fostering an ability for young people to self-regulate their thinking processes while
becoming aware of the thinking patterns that led them to success. In doing so, the goal is
for middle school ELA teachers to further help their students feel an increased sense of
motivation to write. Additionally, when implementing this project, teachers should be
more equipped to ensure that their students see the value of writing in general. Although
there are numerous evidence-based writing practices that can address the needs of
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students, self-regulation strategies (Graham, 2018a; Graham, 2020; Graham & Perin,
2007), metacognitive strategies (Hacker, 2018; Madison et al., 2019), and formative
assessment strategies (Black & Wiliam, 1998; Fleischer, 2013; Madison et al., 2019) are
among those that research has shown to have the most drastic effects on student writing
and thinking. By consistently working to craft the instruction, processes, and assessments
of writing to the thinking that undergirds the writing process, secondary ELA teachers
can help their students become better able to grapple with complex ideas, and contribute
to their worlds in more meaningful ways.

58
References
Ainley, M., Corrigan, M., & Richardson, N. (2005). Students, tasks and emotions:
Identifying the contribution of emotions to students reading of popular culture and
popular science texts. Learning and Instruction, 15, 433–447.
Alsup, J., Emig, J., Pradl, G., Tremmel, R., and Yagelski, R. P. (2006). "The State of
English Education and a Vision for Its Future: A Call to Arms." English
Education. 38(4), 278-94. Print.
Applebee, A., & Langer, J. (2011). "EJ" extra: A snapshot of writing instruction in
middle schools and high schools. The English Journal, 100(6), 14-27.
www.jstor.org/stable/23047875
Au, W. (2007). High-stakes testing and curricular control: A qualitative metasynthesis.
Educational Researcher, 36(5), 258-267. Retrieved from
http://search.proquest.com.ezproxy.gvsu.edu/docview/216900520?accountid=394
73
Balfanz, R., Legters, N., West, T., & Weber, L. (2007). Are NCLB's measures,
incentives, and improvement strategies the right ones for the nation's lowperforming high schools? American Educational Research Journal, 44(3), 559593. http://www.jstor.org.ezproxy.gvsu.edu/stable/30069428
Bandura, A. (1999). Social cognitive theory: An agentic perspective. Asian Journal of
Social Psychology, 2, 21-41.

59
Bandura, A. (2018). Toward a Psychology of Human Agency: Pathways and Reflections.
Perspectives on Psychological Science, 13(2), 130–136. https://doiorg.ezproxy.gvsu.edu/10.1177/1745691617699280
Beach, R., & Friedrich, T. (2006). Response to writing. In C.A. MacArthur, S. Graham,
& J. Fitzgerald (Eds.), Handbook of writing research, (pp. 222-234). New York:
Guilford.
Black, P., & Wiliam, D. (1998). Inside the black box: Raising standards through
classroom assessment. The Phi Delta Kappan, 80(2), 139-148.
Blakemore, S., & Robbins, T. W. (2012). Decision-making in the adolescent
brain. Nature Neuroscience, 15(9), 1184-91.
http://dx.doi.org.ezproxy.gvsu.edu/10.1038/nn.3177
Brier, N. (2010). Self-regulated learning: Practical interventions for struggling teens.
Research Press.
Brimi, H. (2012). Teaching in the shadow of standardized writing assessment: An
exploratory study. American Secondary Education, 41(1), 52-77.
Brookhart, S. M. (2010, July). Section 1: What is formative
assessment? https://www.ascd.org/publications/books/111005/chapters/Section1@-What-Is-Formative-Assessment%C2%A2.aspx
Brown, A., & Clift, J. (2010). The unequal effect of adequate yearly progress: Evidence
From school visits. American Educational Research Journal, 47(4), 774-798.
http://www.jstor.org.ezproxy.gvsu.edu/stable/40928355

60
Cer, E. (2019). The Instruction of Writing Strategies: The Effect of The Metacognitive
Strategy on The Writing Skills of Pupils in Secondary Education. SAGE
Open, 9(2).
Chappuis, J., Stiggins, R., Chappuis, S., & Arter, J. (2012). Classroom assessment for
student learning: Doing it right - Using it well (2nd ed.). Prentice Hall.
Chmarkh, M. (2021). ‘Writing to learn’ research: A synthesis of empirical studies (20042019). European Journal of Educational Research, 10(1), 85–96. https://doiorg.ezproxy.gvsu.edu/10.12973/eu-jer.10.1.85
CollegeBoard. (2020). SAT suite of assessments annual report [Data file].
https://reports.collegeboard.org/pdf/2020-total-group-sat-suite-assessmentsannual-report.pdf
Council of Writing Administrators, National Council of Teachers of English, & National
Writing Project. (2011, January). Framework for success in postsecondary
writing. ERIC - Education Resources Information
Center. https://files.eric.ed.gov/fulltext/ED516360.pdf
Dean, D. (2010). What works in writing instruction: Research and practices. National
Council of Teachers.
De La Paz, S. (1999). Self-regulated strategy instruction in regular education settings:
Improving outcomes for students with and without learning disabilities. Learning
Disabilities Research & Practice (Lawrence Erlbaum), 14(2), 92. https://doiorg.ezproxy.gvsu.edu/10.1207/sldrp1402_3

61
De La Paz, S., & Graham, S. (2002). Explicitly teaching strategies, skills, and
knowledge: Writing instruction in middle school classrooms. Journal of
Educational Psychology, 94(4), 687-698. https://doi:10.1037/0022-0663.94.4.687
Dignath, C., Buettner, G., & Langfeldt, H.-P. (2008). How can primary school students
learn self-regulated learning strategies most effectively?: A meta-analysis on selfregulation training programmes. Educational Research Review, 3(2), 101–129.
https://doi-org.ezproxy.gvsu.edu/10.1016/j.edurev.2008.02.003
Dingfelder, S. F. (2006, July). To outline, or not to outline? Monitor on Psychology,
37(7).
Center on the Developing Child (2021). A guide to executive function. Harvard
University. https://developingchild.harvard.edu/guide/a-guide-to-executivefunction/
Facione, P. A. (1990). Critical thinking: A statement of expert consensus for purposes of
educational assessment and instruction—The Delphi report. Millbrae, CA:
California Academic Press.
Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitivedevelopmental inquiry. American Psychologist, 34, 906–911.
Fleischer, C. (2013). Formative assessment that truly informs instruction. National
Council of Teachers of English.

62
Fox, E., & Riconscente, M. (2008). Metacognition and self-regulation in James, Piaget,
and Vygotsky. Educational Psychology Review, 20(4), 373-389.
http://dx.doi.org.ezproxy.gvsu.edu/10.1007/s10648-008-9079-2
Fisher, D., & Frey, N. (2013). Learning, or not learning, in school. In Better learning
through structured teaching: A framework for the gradual release of
responsibility (2nd ed.).
ASCD. http://www.ascd.org/publications/books/113006/chapters/Learning,-orNot-Learning,-in-School.aspx
Frey, N., & Fisher, D. (2013). A formative assessment system for writing
improvement. English Journal, 103(1), 66-71.
http://search.proquest.com.ezproxy.gvsu.edu/scholarly-journals/formativeassessment-system-writing-improvement/docview/1442776806/se2?accountid=39473
Galbraith, D., & Baaijen, V. M. (2018). The work of writing: Raiding the inarticulate.
Educational Psychologist, 53(4), 238–257. https://doiorg.ezproxy.gvsu.edu/10.1080/00461520.2018.1505515
Gallagher, K. (2011). Write like this: Teaching real-world writing through modeling
and mentor texts. Stenhouse Publishers.
Gilbert, J., & Graham, S. (2010). Teaching writing to elementary students in grades 4–6:
A national survey. The Elementary School Journal, 110(4), 494-518.
https://doi:10.1086/651193

63
Goldstein, D. (2017). Why kids can’t write. New York Times.
https://www.nytimes.com/2017/08/02/education/edlife/writing-educationgrammar-students-children.html?_r1⁄40
Goodwin, B. (2012, May). New teachers face three common challenges - Educational
leadership. ASCD: Professional Learning & Community for
Educators. https://www.ascd.org/publications/educationalleadership/may12/vol69/num08/New-Teachers-Face-Three-CommonChallenges.aspx
Graham, S. (2018a). A revised writer(s)-within-community model of
writing. Educational Psychologist, 53(4), 258–279. https://doiorg.ezproxy.gvsu.edu/10.1080/00461520.2018.1481406
Graham, S. (2018b). Introduction to conceptualizing writing. Educational
Psychologist, 53(4), 217–219. https://doiorg.ezproxy.gvsu.edu/10.1080/00461520.2018.1514303
Graham, S. (2019). Changing how writing is gaught. Review of Research in
Education, 43(1), 277–303. https://doi.org/10.3102/0091732X18821125
Graham, S. (2020). The sciences of reading and writing must become more fully
integrated. Reading Research Quarterly, 55(S1), S35– S44. https://doiorg.ezproxy.gvsu.edu/10.1002/rrq.332
Graham, S., Early, J. & Wilcox, K. (2014). Adolescent writing and writing instruction:
Introduction to the special issue. Read Writ 27, 969–972.
https://doi.org/10.1007/s11145-014-9497-0

64
Graham, S., & Perin, D. (2007). Writing next: Effective strategies to improve writing of
adolescents in middle and high schools – A report to Carnegie Corporation of
New York. Washington, DC: Alliance for Excellent Education.
Gutierrez, A. P., & Schraw, G. (2015). Effects of Strategy Training and Incentives on
Students’ Performance, Confidence, and Calibration. Journal of Experimental
Education, 83(3), 386–404. https://doiorg.ezproxy.gvsu.edu/10.1080/00220973.2014.907230
Hacker, D. J. (2018). A metacognitive model of writing: An update from a developmental
perspective. Educational Psychologist, 53(4), 220–237. https://doiorg.ezproxy.gvsu.edu/10.1080/00461520.2018.1480373
Hacker, D. J., Keener, M. C., & Kircher J. C. (2009). Writing is applied metacognition.
In D. J. Hacker, J. Dunlosky, A. C. Graesser (Eds.), Handbook of metacognition
in education (pp. 154–172). New York, NY: Routledge.
https://doi:10.4324/9780203876428.ch9
Harris, K. R., Graham, S., & Mason, L. H. (2006). Improving the writing, knowledge,
and motivation of struggling young writers: Effects of self-regulated strategy
development with and without peer support. American Educational Research
Journal, 43(2), 295-340. https://doi:10.3102/00028312043002295
Harris, K. R., Graham, S., MacArthur, C. A., Reid, R., & Mason, L.H. (2011). Selfregulated learning processes and children’s writing. In D. H. Schunk & B.
Zimmerman (Eds.), Handbook of self-regulation of learning and performance

65
(pp. 187-202). Routledge. ProQuest Ebook Central https://ebookcentralproquest-com.ezproxy.gvsu.edu
Hill Learning Center (2019). 7 executive functioning skills. https://www.hillcenter.org/7executive-functioning-skills-your-child-should-have/
Hillocks, G., Jr. (2005). The focus on form vs. content in teaching writing. Research in
the Teaching of English, 40(2), 238-248.
Hillocks, G. (2010). "EJ" in focus: Teaching argument for critical thinking and writing:
An introduction. The English Journal, 99(6), 24-32.
http://www.jstor.org/stable/20787661
Hisgen, S., Barwasser, A., Wellmann, T., & Grunke, M. (2020). The effects of
multicomponent strategy instruction on the argumentative writing performance of
low-achieving secondary students. Learning Disabilities: A Contemporary
Journal, 18(1), 93-110. https://files.eric.ed.gov/fulltext/EJ1264293.pdf
Kittle, P. (2008). Write beside them: Risk, voice, and clarity in high school writing.
Heinemann Publishers.
Lee, I. (2011). Working smarter, not working harder: Revisiting teacher feedback in the
L2 writing classroom. Canadian Modern Language Review, 67(3), 377-399.
https://doi.org/10.3138/cmlr.67.3.377
Levitt, R. (2017). Teachers left behind by Common Core and No Child Left
Behind. Forum on Public Policy Online, 2017(2).

66
Lienemann, T. O., & Reid, R. (2008). Using self-regulated strategy development to
improve expository writing with students with attention deficit hyperactivity
disorder. Exceptional Children, 74(4), 471–486.
https://doi.org/10.1177/001440290807400404
MacArthur, C. A., & Philippakos, Z. A. (2013). Self-regulated strategy instruction in
developmental writing: A design research project. Community College
Review, 41(2), 176-195. http://search.proquest.com.ezproxy.gvsu.edu/scholarlyjournals/self-regulated-strategy-instructiondevelopmental/docview/1366357589/se-2?accountid=39473
Madison, E., Anderson, R., & Bousselot, T. (2019). Self-determined to write: Leveraging
interest, collaboration, and self-direction through a journalistic approach. Reading
& Writing Quarterly, 35(5), 473-495.
Meichenbaum, D. (1985). Teaching thinking: A cognitive-behavioral perspective. In S.
F., Chipman, J. W. Segal, & R. Glaser (Eds.), Thinking and learning skills, Vol.
2: Research and open questions. Hillsdale, NJ: Lawrence Erlbaum Associates.
Menary, R. 2007. Writing as thinking. Language Sciences 29 (5): 621–632.
https://doi:10.1016/j.langsci.2007.01.005
Moore, K. (2016, April 7). Study: 73% of employers want candidates with this skill.
Inc.com. https://www.inc.com/kaleigh-moore/study-73-of-employers-wantcandidates-with-this-skill.html

67
Moshman, D. (2018). Metacognitive theories revisited. Educational Psychology
Review, 30(2), 599-606. http://dx.doi.org.ezproxy.gvsu.edu/10.1007/s10648-0179413-7
Murphy, S. (In Press). Some consequences of writing assessment. In A. Havnes & L.
McDowell (Eds.) Balancing dilemmas in assessment and learning in
contemporary education. Routledge.
NACE Staff. (2018, December 12). Employers want to see these attributes on students’
resumes. NACE. https://www.naceweb.org/talent-acquisition/candidateselection/employers-want-to-see-these-attributes-on-students-resumes/
National Center for Educational Statistics. (2008). The nation’s report card: Writing 2007
[Data file]. https://nces.ed.gov/nationsreportcard/pdf/main2007/2008468.pdf
National Commission on Writing. (2004). Writing: A ticket to work...or a ticket out. New
York: College Board.
National Council of Teachers of English. (2007). Adolescent literacy: A policy research
brief. https://cdn.ncte.org/nctefiles/resources/policyresearch/adollitresearchbrief.p
df
National Endowment for the Arts. (2007). To read or not to read: A question of national
consequence [Data file]. https://www.arts.gov/sites/default/files/ToRead.pdf
National Governors Association Center for Best Practices, Council of Chief State School
Officers. (2010). English language arts standards » writing » grade
8. https://www.corestandards.org/ELA-Literacy/W/8/

68
NCTE. (2013, April 20). NCTE position statement on machine
scoring. https://ncte.org/statement/machine_scoring/
No Child Left Behind Act of 2001, P.L. 107-110, 20 U.S.C. § 6319 (2002).
Pacello, J. (2019). Cultivating a process approach to writing: Student experiences in a
developmental course. Journal of the Scholarship of Teaching and Learning,
19(2), 187-197. https://doi.org/10.14434/josotl.v19i1.23786
Perry, N. E. & Rahim, A. (2011). Studying self-regulated learning in classrooms. In D.
H. Schunk & B. Zimmerman (Eds.), Handbook of self-regulation of learning and
performance (pp. 122-136). Routledge. ProQuest Ebook Central
https://ebookcentral-proquest-com.ezproxy.gvsu.edu
Pressley, M., & Harris, K.R. (2006). Cognitive strategy instruction: From basic research
to classroom instruction. In P. Alexander & P. Winne (Eds.), Handbook of
educational psychology (2nd ed., pp. 265 – 286). San Diego, CA: Academic
Press.
Puranik, C. S., Patchan, M. M., Lemons, C. J., & Al Otaiba, S. (2017). Using peer
assisted strategies to teach early writing: Results of a pilot study to examine
feasibility and promise. Reading and Writing: An Interdisciplinary Journal, 30(1),
25–50.
Quitadamo, I. J., & Kurtz, M. J. (2007). Learning to improve: Using writing to increase
critical thinking performance in general education biology. CBE Life Sciences
Education, 6(2), 140–154. https://doi.org/10.1187/cbe.06-11-0203

69
Ravitch, D. (2016). “Chapter #1, 2, & 6.” Death and life of the great American school
system. NY: Basic Books. pp.1-34; 99-116.
Sachar, C. O. (2020). Revising with metacognition to promote writing achievement: A
case study. Journal of the Scholarship of Teaching & Learning, 20(3), 49–63.
https://doi-org.ezproxy.gvsu.edu/10.14434/josotl.v20i3.28675
Scarborough, M. K., Lewis, C. M., & Kulkarni, S. (2010). Enhancing adolescent brain
development through goal-setting activities. Social Work, 55(3), 276-8.
http://search.proquest.com.ezproxy.gvsu.edu/scholarly-journals/enhancingadolescent-brain-development-through/docview/756481247/se2?accountid=39473
Schunk, D. H., & DiBenedetto, M. K. (2020). Motivation and social cognitive theory.
Contemporary Educational Psychology, 60. https://doiorg.ezproxy.gvsu.edu/10.1016/j.cedpsych.2019.101832
Schunk, D. H., & Zimmerman, B. (Eds.). (2011). Handbook of self-regulation of learning
and performance. ProQuest Ebook Central https://ebookcentral-proquestcom.ezproxy.gvsu.edu
Smith, M. C. (n.d.). The Benefits of Writing. Northern Illinois University - Your Future.
Our Focus. https://www.niu.edu/language-literacy/_pdf/the-benefits-ofwriting.pdf
Strauss, V. (2015, March 10). No Child Left Behind: What standardized test scores reveal
about its legacy. The Washington

70
Post. https://www.washingtonpost.com/news/answer-sheet/wp/2015/03/10/nochild-left-behind-what-standardized-test-scores-reveal-about-its-legacy/
TEAL Center Staff. (n.d.). TEAL center fact sheet No. 4: Metacognitive processes.
LINCS | Adult Education and Literacy | U.S. Department of Education.
https://lincs.ed.gov/state-resources/federal-initiatives/teal/guide/metacognitive
The neglected "R": The need for a writing revolution. (2003). Peer Review, 6(1), 1-40.
Thompson, G. L., & Allen, T. G. (2012). Four effects of the high-stakes
testing movement on african american K-12 students. The Journal of Negro
Education, 81(3), 218-227. https://doi:10.7709/jnegroeducation.81.3.0218
Torrance, M., Fidalgo, R., & Robledo, P. (2015). Do sixth‐grade writers need process
strategies? British Journal of Educational Psychology, 85(1), 91-112.
https://doi:10.1111/bjep.12065
Valencia, S. W. (2011). Using assessment to improve teaching and learning. In S.J.
Samuels & A.E. Farstrup (Eds.), What research has to say about reading
instruction (pp. 379-405). International Reading Association.
Wiggins, G., & McTighe, J. (2005). Understanding by design (2nd ed.). Alexandria, VA:
Association for Supervision and Curriculum Development.
Wilson, M. (2010). Rethinking a writing teacher’s expertise: Following students under
the kitchen table. The English Journal, 99(3), 50–56.
Winne, P. H. (2011). A cognitive and metacognitive analysis of self-regulated
learning. In D. H. Schunk & B. Zimmerman (Eds.), Handbook of self-regulation

71
of learning and performance (pp. 15-32). Routledge. ProQuest Ebook Central
https://ebookcentral-proquest-com.ezproxy.gvsu.edu
Zhang, F., Schunn, C. D., & Baikadi, A. (2017). Charting the routes to revision: An
interplay of writing goals, peer comments, and self-reflections from peer reviews.
Instructional Science, 45, 679-707. https://doi.org/10.1007/s11251-017-9420-6
Zimmerman, B.J., & Moylan, A.R. (2009). Self-regulation. In D.J. Hacker, J. Dunlosky,
& A. C. Graesser (Eds.), Handbook of Metacognition in Education (pp. 299-315).
Routledge.
Zimmerman, B. J., & Schunk, D. H. (2011). Self-regulated learning and performance: An
introduction and overview. In D. H. Schunk & B. J.
Zimmerman (Eds.), Handbook of self-regulation of learning and
performance (pp. 1-12). Routledge.

72
Appendix A
Overview of Strategies and Resources

73
Overview of Strategies and Resources
Guiding
Essential
Questions
Writing
Strands
CCSS - ELA



In what ways can I exert control over inner and outer forces to
increase my success with writing?
 What do I notice about my thinking as I work through the process
of writing?
NARRATIVES
INFORMATIONAL/
ARGUMENTATIVE
EXPLANATORY
CCSS.ELALITERACY.W.8.3

CCSS.ELALITERACY.WHST.6-8.2

Write narratives to
Write
What students
develop real or
informative/explanatory
should be able
imagined
texts, including the
to do.
experiences or
narration of historical
events using
events, scientific
effective technique,
procedures/
relevant descriptive
experiments, or
details, and welltechnical processes.
structured event
sequences.
Thinking
Set goals
Skills
Set performance standards
Create strategies
How students Maintain performance standards
should be able Monitor actions
to think.
Adjust actions ͣ

CCSS.ELALITERACY.WHST.6-8.1

Write arguments
focused on disciplinespecific content.

Forethought Stage
Student Strategy/Resource
SelfRegulation
Strategies &
Metacognitive
Strategies

Goal Setting Notecard
Goal Setting Notecard –
Example
But what do you
mean…PICASO? Infographic
Time Management Form
Motivation Tracker and
Rewards/Consequences
Student Outline – Narratives
Student Outline –
Informational/Explanatory &
Argumentative

Teacher Strategy/Resource
Teacher Think Aloud Script –
Narratives
Teacher Think Aloud Script –
Informational/Explanatory &
Argumentative
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Formative
Assessment
Strategies

Student Self-Reflection Table
Student Self-Reflection
Questionnaire
Peer Collaboration Discussion
Prompts

Conferencing Guide

Performance Stage
Student Goal

Teacher Strategy/Resource

SelfRegulation
Strategies &
Metacognitive
Strategies

Progress-Monitoring Sheet
Self-Reflection & Adjustment
Infographic
Self-Reflection & Adjustment
Journal
“Help!” Infographic

Teacher Think Aloud Script
(Self-Reflection and Adjustment)

Formative
Assessment
Strategies

Peer Collaboration Stems

Teacher Feedback Stems

Self-Reflection Stage
Student Goal
SelfRegulation
Strategies &
Metacognitive
Strategies
Formative
Assessment
Strategies

Teacher Strategy/Resource

Student Self-Reflection
Questionnaire

Self-reflection Stems

Student Feedback Request
Form
Student Feedback Request
Form – Example
Student Final Reflection

Teacher Feedback Stems
Student Survey (Pre/Post)
Teacher Survey (Pre/Post)
Writing Rubric

ALL RESOURCES COMPILED IN GOOGLE HYPERDOCS
Student Resources

Teacher Resources

INFOGRAPHICS
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Growth Mindset
Metacognition in Writing
Self-Regulated Writers
A Juggling Act: Elements of Writing

UNIT ASSESSMENT TOOLS
Student Survey: Pre/Post Unit Assessment
Teacher Survey: Pre/Post Unit Assessment
Writing Rubric
ͣ (Brier, 2010)
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Goal-Setting Notecard
Writing Task: _______________________________________________________________
Goal-Setting

My goal…

How I will know I
achieved the goal…

Purpose
What is the purpose of
this writing piece?

Ideas
What ideas do I want to
communicate?

Conventions
What spelling or grammar
concepts will I focus on
including?

Audience
Who is my target
audience?

Style
What writing techniques
can I use to make my
story more engaging?

Organization
How should I organize my
ideas so that my piece
makes sense?

Created by Alyssha Ginzel
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Goal-Setting Notecard - Example
Writing Task: Narrative essay.
Goal-Setting Example

My goal…

Purpose

To tell a story about a
moment from my life.

What is the purpose of
this writing piece?

Ideas
What ideas do I want to
communicate?

Conventions
What spelling or grammar
concepts will I focus on
including?

Audience
Who is my target
audience?

Style
What writing techniques
can I use to make my
story more engaging?

Organization
How should I organize my
ideas so that my piece
makes sense?

I want to communicate
the events that
happened and a lesson I
learned.
I need to use correct
spelling and different
sentence types.

My teacher, my peers, my
family, and myself.

How I will know I
achieved the goal…
I will check to see that
my story has a beginning,
middle, and end.
I can ask a peer what
they think the lesson of
the story is.
I will reread and look for
at least one simple,
compound, complex, and
compound-complex
sentence.
I can ask them if they
think the story is
interesting and engaging.

I would like to focus on
using dialogue in different
ways.

I will check to see that I
have used both internal
and external dialogue to
reveal my characters.

I need to outline my plot
in a logical way.

I will make an outline and
then check to see that I
have followed the outline.

Created by Alyssha Ginzel
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But what do you mean…PICASO?

Ideas
Experiences
Understandings
Evidence
Reasoning
Thinking
Aesthetics

Style
Dialogue
Characterization
In-text citations
Rhetorical devices
Comparisons
Figurative language
Sound devices

Created by Alyssha Ginzel
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Time-Management Form
Outline the tasks you need to complete with the allotted time for the writing task.
How will you divide the work so that you are successful?
Time
In
Class

Monday

Tuesday Wednesday Thursday Friday

Saturday Sunday

Monday

Tuesday Wednesday Thursday Friday

Saturday Sunday

Monday

Tuesday Wednesday Thursday Friday

Saturday Sunday

At
home

Time
In
Class

At
home

Time
In
Class

At
home

Created by Alyssha Ginzel
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Motivation Tracker & Rewards/Consequences
Intrinsic Motivation
I am motivated because…
the task is fun.
the task is satisfying.
I enjoy doing it.
I like learning new things.
I like seeing myself grow.

My Motivators

Extrinsic Motivation
I am motivated because…
I want to earn a good grade.
I want to pass the class.
I want to earn other
rewards (money, privileges).

My Rewards

Rewards
What will I earn if I stay ontask?
Treats Breaks Screen Time
Money Sense of Fulfillment

My Consequences

Consequences
What will happen if I get offtask?
I will lose screen time.
I will get poor grades.
I will not expand my thinking.

Created by Alyssha Ginzel
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Student Outline - Narratives
Narratives

List your ideas

Why is this important for
readers to know?

Setting
Where and when is the
story set? What sensory
details can I include to
bring readers into the
story?

Plot
What events happened?
In what order?

Sequence
Can I change the order
of events? Can I
incorporate flashbacks or
prolepsis?

Characters
Who are the important
people in the story? What
does my reader need to
know about them?

Lesson Learned
What did I learn about
myself, life, or people
through this experience?
What do I want my
readers to take away?

Created by Alyssha Ginzel
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Student Outline – Informational/Explanatory
& Argumentative
Informational/
Explanatory &
Argumentative

List your ideas

Why is this important for
readers to know?
Why is the order of the
ideas important?

Introduction
-hook
-background info
-thesis statement

Body Paragraph 1
-topic sentence
-evidence
-relevance
-evidence
-relevance
-conclusion sentence

Body Paragraph 2
-topic sentence
-evidence
-relevance
-evidence
-relevance
-conclusion sentence

Body Paragraph 3
(or Counterclaim
Paragraph)
-counterclaim
-evidence
-refute
-reassert position

Conclusion
-thesis statement
-summarizing
-call to action; big picture
Created by Alyssha Ginzel

84

Teacher Think Aloud Scripts
Narratives
To show...

Say...

Outlining



I’m going to write down bullet points of the moments
from this event/memory/story.

Purpose



Am I meeting my original purpose of my writing goals?

Ideas



Am I communicating the ideas I listed in my writing
goals?
Am I including important content? Should I take anything
out?



Conventions






How can I incorporate different types of sentences?
Do I need to check my dialogue formatting?
Have I punctuated sentences correctly?
Are my proper nouns all capitalized?

Audience




Does my writing meet the needs of my audience?
Does my audience need to know anything else to
understand the story?
Do I need to take anything out to keep my audience
engaged?
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Style









Organization







I need to remember details from the setting. I could use
sensory language. This will bring readers into my story.
What do I remember about this particular setting? What
specific things about the Sight, Sound, Smell, Taste,
Touch (3S, 2T) will be important to include?
When I talk about characters, I want them to feel like
real people. I should describe my characters to my
readers. Even though I know these people, my readers
won’t know them.
I can describe characters by using their Speech,
Thoughts, Effects on others, Actions, and Looks (STEAL).
What parts of STEAL will be important for this story? Do
I need to include all of them components? Can I disperse
the components of STEAL throughout the narrative?
Is the style of my writing interesting? Am I including
stylistic writing choices? Do the stylistic choices contribute
to making my narrative clear and engaging?
I’m wondering if I can change the order of the events in
my story. Would my story still work if I did? How would
doing so affect the reader?
I’m wondering how I can transition between events
and/or ideas. I should probably use transition words. How
can I use paragraph breaks to transition?
Could I organize my ideas in any other way? Am I using
the most effective form of organization?

Created by Alyssha Ginzel
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Informational/Explanatory & Argumentative
To show...

Say...

Outlining




Do my body paragraphs match my thesis statement?
Where should I put information? Which paragraph?

Purpose



What is my purpose for writing? Where can I communicate
that to my readers?
Does my evidence support my purpose? Does it strengthen
my argument?



Ideas





What information am I trying to convey? Or, what
position am I trying to prove?
Why is this information or position worth writing about?
Why is it important?
Does my reasoning make sense? Who can I ask if I am
unsure if it does make sense?

Conventions






How can I incorporate different types of sentences?
Do I need to check my dialogue formatting?
Have I punctuated sentences correctly?
Are my proper nouns all capitalized?

Audience



Do I answer all of the readers’ potential “What abouts?”
and “Yeah, buts?”

Style



Is my style objective? If not, what can I do to make it
so?
Does my conclusion feel like a conclusion? Without saying,
“The end,” do my readers feel that they have reached the
end? How so? If not, why?



Organization





Do my ideas flow together?
Could I organize my evidence in a different way? What
would create the most compelling argument?
Did I accomplish what I set out to do in my
introduction?
Created by Alyssha Ginzel
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Student Self-Reflection Table
Self-Reflection –
Forethought Stage

My original goal…

Where am I at
currently?

What do I still
need to do?

Purpose
What is the purpose
of this writing piece?

Ideas
What ideas do I
want to
communicate?

Conventions
What spelling or
grammar concepts
will I focus on
including?

Audience
Who is my target
audience?

Style
What writing
techniques can I use
to make my story
more engaging?

Organization
How should I
organize my ideas so
that my piece makes
sense?
Do I need to adjust my time-management schedule?
Are my rewards/consequences working? If not, how can I adjust them?

Yes/No
Yes/No

Created by Alyssha Ginzel
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Student Self-Reflection Questionnaire
To be distributed in hard copy or electronically as a Google Form. Link here.

1. Goal Setting…
My goals for this writing task will help me grow as a writer.
Strongly Disagree

Disagree

Agree

Strongly Agree

My goals are reasonable and specific to my current abilities as a writer.
Strongly Disagree

Disagree

Agree

Strongly Agree

My goals for this writing task address all elements of PICASO.
Strongly Disagree

Disagree

Agree

Strongly Agree

2. Time-Management…
I am aware of my goals as I manage my time in this writing task.
Strongly Disagree
Disagree
Agree
Strongly Agree
I have identified motivators (intrinsic or extrinsic) that will help me stay on track.
Strongly Disagree
Disagree
Agree
Strongly Agree
I have identified rewards and consequences that will help me stay on track.
Strongly Disagree
Disagree
Agree
Strongly Agree
I implement my rewards and consequences when I do/do not use my time effectively.
Strongly Disagree
Disagree
Agree
Strongly Agree

Created by Alyssha Ginzel

90

3. Outlining…
I am aware of my goals as I outline my writing.
Strongly Disagree

Disagree

Agree

Strongly Agree

I consider how the structure of my writing impacts PICASO.
Strongly Disagree

Disagree

Agree

Strongly Agree

4. Reflecting…
I am gauging my progress toward my goals (PICASO).
Strongly Disagree

Disagree

Agree

Strongly Agree

I am on track with my time-management schedule.
Strongly Disagree

Disagree

Agree

Strongly Agree

If I am off-track, I have modified my schedule to meet the deadline.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have identified motivational factors and have implemented rewards and
consequences.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have outlined my ideas and considered how organization will affect my readers.
Strongly Disagree

Disagree

Agree

Strongly Agree

Created by Alyssha Ginzel
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Peer Collaboration Discussion Prompts
Peer Collaboration
Discussion Prompts –
Forethought Stage

Share with a friend…

Goal-Setting

One goal I had for this
writing task was to…

Strategies that could
work for me…
(jot down strategies from
a friend)

I think I am doing well
with…

Time-Management

Rewards/Consequences

I think I still need to
work on…
One thing I am doing well
with is…
One thing I am
struggling with is…
I have found that
______ (reward) has
really motivated me.
I think ________
(consequence) has been
effective.

Created by Alyssha Ginzel
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Teacher Conferencing Guide
Conference Schedule (Google Sheets). Link here.
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Conferencing Prompts - Forethought

Prompts:
 What are your goals for this writing task?
 How do you think your goals will push you as a writer?
 What is one goal you would like help with or feedback on?
 What specific feedback would you like from me?
 Are you more intrinsically or extrinsically motivated?
 How are you using rewards and consequences to stay on track with your
writing?



Do you feel that your outline best suits the needs of this writing piece?
Why/why not?




What is one strategy you learned from a peer that you didn’t know before?
Have you implemented this strategy? How do you think it is helping you be
successful, if so?
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Student Conference Page
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Self-Regulation and Metacognitive Resources: Performance Stage
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Progress Monitoring Sheet
In the box, explain why you rated yourself what you did. “PAT” yourself on the back
for your efforts!
Progress
Monitoring

Today’s Task:

Tomorrow’s Task:

Strongly
Disagree

Disagree

Agree

Strongly
Agree

0

1

2

3

Date: _______

Prepared
Today I
showed up
prepared for
class and
ready to learn.

Attention
Today, I was
aware of my
attention to
my tasks and
was aware of
my thinking.

Time
Today I used
my time
effectively.
Score
/9
One thing I
did well today.

One thing I
can improve
for tomorrow.
Created by Alyssha Ginzel
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Self-Reflection and Adjustment Infographic
Self
Internal

Self

One thing about my thinking
and/or emotions that I going
well so far is…
One thing I could do better
is…

External

I am working well because…
I am having trouble because…

One way that I will tangibly
enact this change tomorrow…

One thing I can change
tomorrow is…

One reward/consequence I will
enact for my
thoughts/emotions tomorrow
is…

One thing I will keep doing
tomorrow is…
One reward/consequence is…

Environment
Where I am sitting and who I
am by is/is not helping me
because…
One resource that has been
helpful to me so far has been…
One question I have for a
peer/teacher is…
One thing I can change about my
environment is…
One thing I should keep about
my environment is…
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Self-Reflection and Adjustment Journal
Date:
Self –
Internal

Writing Task:
One thing that is going well is…

One thing that I could do better is…

One thing I could enact tomorrow is…


Self –
External

One reward/consequence I will enact is…

I am working well because…

I am having trouble because…

One thing I could change for tomorrow is…


Environment

I think I will keep doing tomorrow is…

Where I am sitting and who I am by is/is not helping me
because…

One resource that has been helpful to me so far has been…

One question I have for a peer or my teacher is…

One thing I should change about my environment is…

One thing that I should keep about my environment is…
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Teacher Think Aloud Script

Self – Internal/External

(Self-Reflection and Adjustment)

To reinforce productive
thinking…

To redirect unproductive
thinking…

I notice that when I write, I am
using model texts as a guide. This is
something that is helping my
thinking. I can continue doing this
tomorrow.
I notice that reading my work aloud
helps me to hear/correct the flow of
ideas, and the fluency of my
sentences. I can continue doing this.
I notice that rereading my work
when I feel stuck helps me to come
up with more ideas and keep writing.
I can keep doing this.
I notice that I make plans for what
I will say, prove, or show next, and
that this helps my thinking stay
organized and on track. I can keep
doing this.
I notice that using my hands to
make gestures when I can’t think of
a word/idea helps me to visualize the
word/idea. I can keep doing this.
I notice that mentally saying phrases
like, “Yeah, but…” when I read my
own arguments helps me to make
sure they are strong arguments. I
can keep doing this.
I notice that mentally saying phrases
like, “Is there evidence for that?”
while reading my own claims helps my
arguments stay rooted in facts. I can
keep doing this.
I notice that thinking about specific
people, places, and emotions from my
own life while I am writing

I notice I have not used any of the
provided model texts. I wonder if I
could reflect on the texts tomorrow to
improve my thinking/writing
I notice I have not read my work
aloud at all. I could do this and
edit/revise my ideas/writing.
I notice I have not reread my entire
piece of writing at all. I could reread
to see where there are holes in my
thinking.
I notice I have been writing without
a plan. If I constructed an outline, my
ideas might make more sense
together.
I notice that I am struggling to find
the right words when I write. I could
ask a peer for strategies that they
use.
I notice that I feel lost in my
argument. I could use phrases like,
“Is this true? Is this fair? Is this
supported by evidence? Are there
alternative ways of seeing this?”
I notice that I am not using (or
using little) evidence to support my
arguments. I could reflect and revisit
my sources to strengthen my thinking
around this topic.
I notice that I am missing specific
details. My characters, places, and
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(narratives) helps me to include
specific details that make my writing
engaging. I can keep doing this.
I notice when I am frustrated, tired,
confused, or lost, and can implement a
refocusing strategy (going for a walk,
talking to a friend, asking for help).

emotions in my story do not seem real.
I could ask a peer for strategies.
I notice that I am often frustrated,
tired, confused, or lost, and that
these feelings make me want to walk
away from my writing. I can find redirecting strategies that work for
me.

When I feel success in any of these
areas, I can implement self-praise,
share my success with a peer, or give
myself rewards.
When I feel frustration in any of
these areas, I should know that I
am capable, and that I will make it
through this.
When I feel frustration in any of
these areas, I can search for
strategies by implementing
rewards/consequences, asking a
friend/teacher for help, or changing
my environment.
I notice that I work best when I sit I notice that I sat by my friends
alone.
yesterday, and I didn’t accomplish my
goals. I should sit alone tomorrow.

Environment

Or, I notice that I work best when
I work with other people.

I notice that listening to music helps
me focus.

Or, I notice that working in silence
helps me focus.

Or, I notice that I sat alone. I didn’t
ask for feedback/help, and so didn’t
meet my goals. I should ask for help
tomorrow.
I notice that I listened to music, but
got distracted by changing my songs,
or focused too much on the lyrics. I
should try writing without music
tomorrow.
Or, I notice that I worked in silence
yesterday, and felt stressed without
background sounds. I should listen to
music tomorrow while I write.
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I notice that I cleaned/organized my
space before writing, and this helped
me to focus.

I notice that sitting in/on a comfy
chair/a desk chair/the floor/my bed
helps me focus best.
I notice that I turned off my
phone’s notifications, and this helped
me to focus on my writing.

I notice that using (sticky notes,
journals, online thesaurus, handouts,
evidence log, etc.) helped me to
organize my thoughts.
I notice that having something to
drink and snack on helps me to stay
motivated and focused.

I notice that the light/smells of a
room help me to focus (lamps, wax
burners, fresh air, etc.).

I notice that my space was
unorganized, messy, or cluttered, and
this distracted me from my writing
tasks. I could clean/organize my space
before writing tomorrow.
I notice that I was annoyed with my
seating today. I could find a more
comfortable/productive place to sit
tomorrow.
I notice that I spent time on my
phone (texts, social media, music,
videos) and did not accomplish my
goals. I should try putting my phone
away, or turning off notifications for
tomorrow.
I notice that I felt lost or stressed
and didn’t know where to start. I
could use my resources (sticky notes,
journals, online thesaurus, handouts,
evidence log, etc.) tomorrow.
I notice that I took several breaks
for drinks and snacks. I could have
drinks and snacks with me tomorrow
to help me stay motivated and
focused.
I notice that I was distracted by
lighting/smells yesterday. I could
change the lighting/smells tomorrow
so they are more appealing.
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“Help!” Infographic

YOU are in control!
Self
Internal
Can I visualize what I my
next steps?
Can I pinpoint my area of
confusion?
If I am stuck, where am I
at currently and where am
I trying to go?
Do I need a quick break to
refocus?

Self
External

Would I benefit from thinking
aloud?
Am I using all of my
resources?
Have I outlined all of my
ideas?
H

Environment
Do I need a quick mental break? (go for a
walk, get a drink, change a seat)
Can a friend answer my question?
Is there a model text I can reference?
Is the answer to my question on one of my
other resources?
Can I find my answer on the internet?
Could I focus better if I moved to a
different spot in the room?
Created by Alyssha Ginzel
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Peer-Collaboration Stems
Peer Collaboration Stems
Notice
Connect
Summarize
Clarify














Challenge






Support







I notice…
I think…
I wonder if…
I have an idea…
This reminds me of…
What you are saying connects to (text/world/self)…
Have you thought about how this connects to…
What I think you are saying is…
The purpose of your piece seems to be…
The strongest piece of evidence seems to be…
Can you explain what you mean in this
word/sentence/paragraph/section?
Can you clarify how this connects to your overall
theme/information/position/argument?
Can you clarify your organization here?
What if…
Have you considered?
I don’t know if your
theme/information/position/argument comes
through.
Some people say… What would you say in response?
I think you could add…
I think you could take away…
I think this word/sentence/paragraph/section is
strong because…
I think this word/sentence/paragraph/section needs
work because…

Created by Alyssha Ginzel
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Teacher Feedback Stems
**Can be used while conferencing with students, or while leaving feedback on
students’ draft**
Teacher Feedback –
Performance Stage

Purpose
Ideas

Conventions

Audience
Style

Organization
Positive Praise

Comments and Questions
Focus on phrasing feedback as positive comments/questions,
transferring the thinking to the student…
 I’m wondering if your purpose comes through clearly
here.
 Can you tell me the purpose of this
word/sentence/paragraph/section?
 Does this add or take away from your overall purpose?
 Are your ideas organized clearly here?
 Could you think of any other way of organizing your
ideas? What effect would that have on the reader?
 What actions could you take to clarify your ideas?
 Could you clarify/expand/connect your ideas here?
 How could you incorporate different sentence types in
this section?
 What are some ways you could section your ideas into
paragraphs?
 I think you could focus on punctuation, spelling, or
capitalization here.
 What I think you are saying is… Is that right?
 How could you further consider the
limitations/strengths of your audience?
 I’m wondering if (dialogue, imagery, symbolism, ethos,
pathos, logos, rhetorical question, metaphor, simile)
might work here. What do you think?
 Thinking back to our model texts, what could you do
with narration, figurative language, syntax, diction, or
rhythm here?
 Is there any alternative ways to organize this
information?
 Does this current approach to organization add or take
away from the reader’s experience? How so?
 Comment on any of the above elements that a student
is currently doing well to reinforce strong writing and
thinking.
Created by Alyssha Ginzel
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Student Self-Reflection Questionnaire
To be distributed in hard copy or electronically as a Google Form. Link here.

I have reread my writing piece, and my purpose is clear.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have reread my writing piece, and my ideas make sense.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have reread my writing piece and my conventions are correctly formatted.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have reread my writing piece, and believe my audience would be engaged by my
writing.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have reread my writing piece, and considered how stylistic choices contribute to my
purpose, ideas, and audience.
Strongly Disagree

Disagree

Agree

Strongly Agree

I have reread my writing piece, and believe I have organized all content in the most
effective and clear way possible.
Strongly Disagree

Disagree

Agree

Strongly Agree

If I had to name one thing that I think still needs improvement, it would be…

If I had to name one thing that I think I executed especially well, it would be…
Overall, I have learned __________________ about myself as a thinker/writer.
Overall, I am proud of the thinking I have put into this piece.
Strongly Disagree

Disagree

Agree

Strongly Agree
Created by Alyssha Ginzel
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Student Feedback Request Form
Student Feedback
Request - Performance
Stage

Purpose

Questions for Teacher
Students can complete all categories, or can complete only
the categories for which they would like feedback.


What specific questions
do you have about the
purpose of your writing?

Ideas



What specific questions
do you about the ideas of
your writing?

Conventions



What specific questions
do you about the
conventions of your
writing?

Audience



What specific questions
do you about the
audience of your writing?

Style



What specific questions
do you about the style of
your writing?

Organization



What specific questions
do you about the
organization of your
writing?

Positive Praise
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Student Feedback Request Form - Example
Student Feedback
Request Performance Stage

THOUGHTFUL

UNTHOUGHTFUL

Questions for Teacher

Questions for Teacher

Purpose



What specific
questions do you have
about the purpose of
your writing?





Ideas
What specific
questions do you have
about the ideas of
your writing?





Conventions



What specific
questions do you have
about the
conventions of your
writing?



Audience



What specific
questions do you have
about the audience of
your writing?



Style



What specific
questions do you have



Does my purpose come
through in each paragraph?
Are there areas (paragraphs
or sentences) that I could
change to make my purpose
more clear?
I am unsure if [this section]
adds to my purpose. Could you
give me your thoughts?
Are my ideas engaging?
Does my evidence contribute
to my ideas?
Does my word choice
contribute to my ideas?




Can you clarify my punctuation
here?
Can you help me with my intext citation formatting?
I am wondering if my dialogue
is properly formatted.



Does the style of my writing
meet the needs of my
audience?
What could I do to better
engage my audience?



Can you comment on my
figurative language? Is it
interesting? Does it add to
the messages?











Is it good?
What do I need
to do?
Did I get an
A?

Do I have good
ideas?
Are my ideas
right?
Do I need to
change
anything?
Can you
spell/grammar
check for me?
I don’t know.
You tell me
what I need
to do.
Is my writing
good for my
audience?

Do I have
enough
figurative
language?

111
about the style of
your writing?



Does my dialogue feel
natural/real? Should I add
more tags?





Organization



What specific
questions do you have
about the
organization of your
writing?



Positive Praise









Does my sentence structure
contribute to my ideas?
Could I organize this
section/paragraph
differently?
I’m wondering if my conclusion
feels like a conclusion. Can you
comment on this?
Can you tell me what I did
well?
Can you tell me how I have
improved since our last writing
task?
Can you tell me what I can
focus on for our next writing
piece?







Do I have
enough
dialogue?
Is my dialogue
good?
Do I need to
work on my
organization of
ideas?
What can I do
to get an A?

Just tell me
what I did
well.
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Teacher Feedback Stems
Teacher Feedback –
Self-Reflection Stage

Purpose

Comments and Questions





Ideas





Conventions




Audience




Style





Organization





Positive Praise






Do you feel you effectively communicated your purpose in
this writing task? Why or why not?
What do you think went well in communicating your
purpose?
What sections/phrases/words do you think best
communicated your purpose? Why?
What ideas did you explore in this writing piece?
What new understandings do you have about these ideas
after writing?
What did you realize about your own thinking as you
worked through communicating these ideas?
What is an area of conventions that you feel you executed
well? What contributed to your success?
What is an area of conventions that you feel you need
more work on? Why do you feel this way?
In what ways did you think about your audience before,
during, and after writing?
How will you think about audience as you go into your next
piece of writing?
In what areas of style do you feel successful? Why?
In what areas do you feel you still need to push yourself?
Why?
How does the style of your piece fit with the purpose of
the piece? The ideas? The audience?
How did you consider organization before, during, and
after writing?
What is something you realized about organization that
you didn’t know before?
How did your thinking about organization change during
the writing process?
Why are you proud of yourself after this writing piece?
How did you push yourself overall?
How did you meet your goals?
What did you learn about yourself as a thinker and as a
writer?
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Student Final Reflection
To be distributed in hard copy or electronically as a Google Form. Link here.

1. Why are you proud of yourself after this writing piece?
2. What did you enjoy most about writing this piece?
3. What was something that was challenging about writing this piece?
4. How did you confront and overcome obstacles during this writing task?
5. How did you push yourself overall?
6. How did you meet your goals?
7. How did you use your peers during this writing task?
8. How do you think you helped your peers?
9. What other resources did you use during this writing task?
10. What did you learn about yourself as a thinker and as a writer?
11. What areas would you like to focus on for your next piece of writing?
12. What rewards worked for you during this writing task? Why?
13. What consequences worked for you during this writing task? Why?
14. How will you apply what you learned during this writing task to future
tasks?
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Student Resources Google Folder
Educators can view and share this project’s resources with their students. The folder
includes a hyperDoc Google Slides resource, Google Forms, the final rubric, and pdf
infographics to accompany the unit. Access the link here:
Link to student folder
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Teacher Resources Google Folder
Educators can view and share this project’s resources. The folder includes a hyperDoc
Google Slides resource for teachers, a Google Sheets conferencing guide, Google Forms
pre/post assessments for educators to assess student growth. Access the link here:
Link to teacher folder
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Growth Mindset Infographic
Link to pdf
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Metacognition in Writing Infographic
Link to pdf
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Self-Regulated Writers Infographic
Link to pdf
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A Juggling Act: Elements of Writing Infographic
Link to pdf
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Student Survey (Pre/Post)
I feel in control of my learning.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can identify goals for writing, and what I need to do to accomplish those goals.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can manage my time effectively in class when given time to work.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can recognize when I am off-task and can redirect my thoughts/actions.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I know how to identify and correct off-task behavior and off-task thinking in class.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I feel motivated to accomplish writing tasks.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I know how to implement rewards and consequences for my work.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can identify numerous ways to help myself when I am confused.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I feel comfortable asking a peer for help when I am stuck with my writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree
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I like hearing what my peers have to say about my writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can implement teacher feedback to improve my writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I feel that I dig deeper into what and how I think when I am writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I reflect on how I have grown as a writer and thinker.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I identify areas in which I have grown as a writer.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I can identify how I will use what I have learned in one unit to future units.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I see writing as a process which through which I can continuously refine my ideas.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

3 Agree

4 Strongly Agree

3 Agree

4 Strongly Agree

I feel confident as a writer and thinker.
1 Strongly Disagree

2 Disagree

I find writing and thinking valuable.
1 Strongly Disagree

2 Disagree

Total: ________/68
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Teacher Survey (Pre/Post)
I feel that my students demonstrate deep and critical thinking through their
writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I feel that my students grow as thinkers and writers over the course of typical
writing units.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

The majority of my students can regulate their behavior and emotions in productive
ways during class time without several redirects.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students can effectively manage their time during class.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

3 Agree

4 Strongly Agree

My students are motivated to write.
1 Strongly Disagree

2 Disagree

My students demonstrate motivation to write.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students have deep and critical conversations with their peers about their
writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students’ conversations with their peers tend to lead to improved writing skills.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree
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My students ask me for specific feedback on their writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

I give my students specific, positive, and/or detailed feedback throughout their
writing process.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students implement the feedback I give them to improve or extend their
thinking/writing.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students identify how they have grown as a writer.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students apply what they learn in one writing unit to future units.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students see writing as a process through which they can continuously refine
their thinking.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

My students see writing as a valuable skill in life.
1 Strongly Disagree

2 Disagree

3 Agree

4 Strongly Agree

Total: _______/60
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Writing Rubric
This rubric can be integrated into any pre-existing rubrics as it emphasizes the
thinking behind writing.

Purpose

Ideas

Conventions

Amazing!
4
Student
clearly
understands
the purpose
of the writing
piece and uses
language in a
way that
communicates
the purpose.

Ideas within
the piece are
original,
logical, and
synthesized.
Writer
demonstrates
an ability to
expound or
analyze their
own thinking
through
writing.
Attention to
spelling,
grammar, and
conventions is
evident.
Student used
resources and
demonstrated
an

Pretty Good
3
Student
mostly
demonstrates
an
understanding
of the writing
piece, and
mostly uses
language in a
way that
communicates
the purpose.
Ideas are
logical, and
synthesized.
Analysis of
ideas is only
somewhat
present and
not always
original.

Getting There
2
Student
sometimes veers
from the
purpose of the
piece, or seems
to become lost in
their own
thinking/writing.

Not Yet
1
Student
demonstrate
little
understanding
of the writing
piece, and/or
veers away
from purpose
entirely.

A few ideas are
analyzed in
depth, but most
lack depth,
clarity, or
reasoning.

Ideas are
undeveloped or
unoriginal
and/or make
little to no
sense.

Some spelling,
grammar, and
conventions
errors are
present, but
do not detract
from the
reader’s
understanding

Some spelling,
grammar, and
convention errors
are present and
detract from
the
understanding of
the piece.
Student is

Spelling,
grammar, and
convention
errors are so
prevalent
that they
detract from
the reader’s
understanding
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Audience

Style

understanding
of concepts in
a way that
added to the
piece.

of the piece.
Student could
have utilized
resources more
effectively.

advised to use
resources to
improve clarity.

Student is
aware of
their target
audience, and
selects words,
phrases, and
organizational
structures
that suit
their audience.

Student is
aware of their
target
audience, but
could utilize
words,
phrases, and
organizational
structures
more
effectively or
creatively to
reach their
audience.
Student
implements
some stylistic
elements that
contribute to
the ideas of
their piece.

Student rarely
seems to
consider their
audience, and
shows little
consideration of
how words,
phrases, and
organizational
structures can
increase the
effectiveness of
their piece.

Student
demonstrates
a
consideration
of stylistic
elements of
writing that
augment the
ideas of their
piece.
Organization Writing
demonstrates
a logical
progression of
ideas that
are joined by
effective
transitions.
The
organization
stirs thought
about the
topics/ideas

Student rarely
considers
stylistic
elements, or
includes stylistic
choices that
somewhat
distract from
the ideas of
their piece.
Writing is
Writing is
coherent and
coherent and
logical, and
logical, but some
uses
points seem
transitions,
misplaced or
but not always stray from the
effectively.
topic.
Unity of ideas
is present.

of the piece.
Student needs
to rework this
area to
produce clarity
of ideas.
It is unclear
that the
student
considered an
audience when
writing this
piece. Words,
phrases, and
organizational
structures
were
considered
minimally if at
all.
Student does
not consider
stylistic
elements, or
includes some
that make
little sense
and/or confuse
readers.
Writing lacks
a logical
organization.
Organization
of ideas is
hard to follow
and/or makes
little sense.
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Reflection

and leads
readers to a
natural
conclusion.
Student
demonstrates
an ability to
critically
reflect on
their thinking
throughout
the writing
process
through
conferences,
peer
collaboration,
and selfreflections.

Student
mostly
demonstrates
an ability to
critically
reflect on
their thinking
throughout
the writing
process
through
conferences,
peer
collaboration,
and selfreflections.

Student only
sometimes
demonstrates an
ability to
critically reflect
on their thinking
throughout the
writing process
through
conferences, peer
collaboration, and
self-reflections.

Student rarely
if ever
demonstrated
an ability to
critically
reflect on
their thinking
throughout
the writing
process
through
conferences,
peer
collaboration,
and selfreflections.
______/28
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